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The purpose of this study was to investigate the kinds of adaptive
techniques used by experienced and novice English language teachers in Gazi
University Research and Implementation Centre for the Teaching of Foreign
Languages (GURICTFL) and the reasons behind those adaptive decisions. It
also aimed to explore whether there are differences between experienced and
novice teachers in terms of the techniques and reasons for adaptations they
make at GURICTFL.
Although there are numerous theoretical discussions on teachers’ use
of textbooks, teachers’ adaptive decisions, as well as their rationales for
textbook adaptation, there is little practical evidence concerning these
subjects.
This study investigated the following research questions:
1- What kinds of adaptive techniques do the experienced and novice
teachers in GURICTFL report they use?
2-  What reasons do the experienced and novice teachers in GURICTFL
suggest lead them to adapt the textbooks?
3- Are there differences in the kinds and reasons of adaptive techniques
between experienced and novice teachers in GURICTFL?
 The data were collected through interviews. The interviews were
conducted with eight novice and eight experienced English language teachers
in GURICTFL. The interviews were transcribed and the data were analysed
under the categories derived from the literature.
The results of the study revealed that the experienced and novice
teachers used limited types of adaptive techniques when compared to the
alternatives given in the literature. The most frequently used technique was
addition. The adaptive techniques used by the teachers also tended to be task-
specific. The reasons for the adaptive techniques suggested by the teachers
mainly focused on teachers’ beliefs and understandings, students’ needs and
interests and the nature of the tasks. As to the differences between
experienced and novice teachers in terms of adaptive techniques they used
and the underlying reasons they gave, the results did not give a clear picture.
In other words, the techniques and reasons given by both groups of teachers
overlapped; however, there were minor, task-specific differences between
experienced and novice teachers.
The results imply that teachers adapted the textbook due to their
beliefs and understandings to compensate what was lacking in the textbook in
terms of the degree of teachers’ emphasis on some particular skills and tasks.
The results also imply that a closer look should be taken in order to
understand the relationship between textbook and curriculum implemented in
GURICTFL.
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1CHAPTER 1: INTRODUCTION
Background of the Study
This study aims to find out what kinds of adaptive techniques experienced
and novice teachers make use of in Gazi University Research and Implementation
Centre for the Teaching of Foreign Languages (GURICTFL). One other expectation
of this study is to reveal what reasons experienced and novice teachers suggest lead
them to make adaptations in GURICTFL. Furthermore, whether being a novice or
experienced teacher makes a difference in the techniques offered or reasons given is
to be explored in this study.
The importance of the role of ELT textbooks in ELT teaching is undeniable.
According to Tomlinson (1998): “Textbooks provide core materials in one book and
usually include work on grammar, vocabulary, pronunciation, functions and the skills
of reading, writing, listening and speaking” (p. ix). Many teachers and learners
expect to follow a certain textbook which they perceive as giving them a sense of
direction in the teaching and learning process. Hutchinson and Torres (1994) asked
the question: “Why do you want to use a published textbook?” (p. 317) in their
questionnaire given to ESP teachers. Teachers expressed their need of ELT textbooks
with common explanations of  “making teaching ‘ easier, better organized, more
convenient ’ and learning ‘easier, faster, better ’” (p. 318). Hutchinson and Torres
add their own comment about the role of textbooks: “What the textbook does is to
create a degree of order within potential chaos.” And teachers should use them “...in
order to exploit their full potential as agents of smooth and effective change” (p.
327). Textbooks serve the function of providing teachers and learners a more
organized teaching and learning opportunity as well as a basis for improvement.
2Although in Hutchinson and Torres’ study participants agreed that textbooks
are useful, the role and use of textbooks in the teaching process are not subjects of
consensus. Richards (1998) refers to the possibility that textbooks can play a
restrictive role on teachers’ instruction since they may take on the roles of  “decision
making and pedagogical reasoning” (p.132) which diminish the power of teacher and
do not let teachers  be flexible and creative in their decisions.  Similarly Littlejohn
(as cited in Hutchinson & Torres, 1994) states that “The precise instructions which
the materials give reduce the teacher’s role to one of managing or overseeing a pre-
planned classroom event” (p. 316). Thus, both Richards and Littlejohn point out the
risk of letting textbooks make most of teachers’ decisions for them. Lockhart and
Richards (1996) justify the importance of teachers’ making their own decisions as
follows: “Lessons are dynamic in nature, to some extent unpredictable, and
characterized by constant change. Teachers therefore have to continuously make
decisions that are appropriate to the specific dynamics of the lesson they are
teaching” (p. 83). Thus, they point out the responsibility of teachers in responding to
the teaching and learning situation by making choices about the use of textbooks.
Hutchinson and Torres (1994), however, adopt a different viewpoint from
Lockhart and Richards in that they see teachers’ decision making not simply as a
responsibility but as an already existing teacher behaviour by claiming that textbooks
can be freely negotiated between teachers and learners and “most often teachers
follow their own scripts by adapting or changing textbook” (p. 325). Their view is
supported by Studolsky (1989), who concludes that “We have found little evidence
in the literature or our case studies to support the idea that teachers teach strictly by
the book. Instead we have seen variation in practice…” (p. 180).
3Therefore it can be argued that teachers feel themselves free to change and
adapt textbooks to meet the conditions of immediate and unpredictable learning and
teaching situations. In this respect, there is flexibility in the use of textbooks in actual
class performance and they are not treated as holy books by the teachers.
Adaptation is defined by Tomlinson (1998) as: “…making changes in order
to improve or make more suitable for a particular type of learner...[by] reducing,
adding, omitting, modifying and supplementing” (p. xi).
There are many ways of adaptation that are used by the teachers. Maley
(1998) lists the most typical ways of adapting the materials for the teachers:
“omission, addition, reduction, extension, re-writing, modification, replacement, re-
ordering, and branching” (p. 281).
However in determining the scope and type of adaptations teachers may be
constrained by other factors. Woods (1996) thinks that “teachers’ beliefs, goals,
routines, view of their roles, experience, curricular instructions and theoretical
information” (p. 234-242) determine the way they interpret the textbooks and the
amount of adaptation they make.
Statement of the Problem
Although theoretical discussion about the role and use of textbooks in ELT
exists in literature (Tomlinson, 1998; Hutchinson & Torres, 1994; Richards, 1998;
Lockhart & Richards, 1996; Studolsky, 1989; Maley, 1998; Woods, 1996), the field
lacks research studies concerning teachers’ use of textbooks in classes. Hence, this
study intends to investigate how teachers actually use textbooks during teaching.
In the preparatory school of Gazi University all the teachers follow textbooks.
However, their decisions about textbook usage, as well as their rationales are not
4known. Moreover the teacher population in Gazi is heterogeneous in terms of
experience. In a study by Woodward (as cited in Richards, 1998) it was found that:
“The use of textbooks depends on teacher’s experience (inexperienced teachers use
textbooks more extensively than experienced teachers)” (p. 133). Therefore,
experience is an important factor in determining the attitudes and behaviors of
teachers in using the textbooks. My anticipation is that there might be differences in
the ways and reasons for adapting the textbooks between experienced and novice
teachers.
Purpose of the Study
In this study, the aim is to explore the kinds of adaptive techniques used by
experienced and noviceEnglish language teachers, as well as the reasons behind
those adaptive decisions in GURICTFL. It also aims to investigate whether there are
differences between experienced and novice teachers in terms of the techniques and
reasons for adaptations they make at GURICTFL.
Research Questions
This study will address the following research questions:
1. What kinds of adaptive techniques do the experienced and novice teachers in
    GURICTFL report they use?
2. What reasons do the experienced and novice teachers in GURICTEFL suggest
    lead them to adapt the textbooks?
3. Are there differences in the kinds and reasons of adaptive techniques between
    experienced and novice teachers in GURICTFL?
5Significance of the Study
Since there is a serious lack of research in the field on textbook adaptation
made by teachers, the results of this study may contribute to the literature by
revealing how far teachers’ decisions and practices in the classroom match with the
theoretical frames drawn by scholars on the topic. This study also presents teachers’
adaptive decisions with the reasons behind them; therefore, it may provide insights
for textbook writers in taking teachers’ classroom practices into consideration during
the textbook writing process.
This study also attempts to reveal how my colleagues believe that they treat
and use textbooks in actual class performance. This information is valuable because
it may help us to understand if there is a consistency in the motives and techniques of
adaptations made in the classrooms taught by experienced and novice teachers. This
study is especially useful in the sense that it may lead the teachers in Gazi University
to share information about how and why they make decisions on the use of
textbooks. By discussing and evaluating the results of the study, they may hopefully
reflect on the decisions they made while teaching in order to improve the
effectiveness of their teaching.
Overview of the Study
This chapter presents the background, purpose and the significance as well as
the research questions of the study. In the second chapter, the literature on textbook
adaptation is reviewed. In the third chapter, the data collection and analysis
procedures are presented. In the fourth chapter, analysis of the data is introduced;
while in the fifth chapter, the results are discussed and conclusions are drawn.
6CHAPTER 2: REVIEW OF THE LITERATURE
Introduction
In this study, experienced and novice teachers’ adaptive decisions made at the
moment of teaching in using textbooks and the underlying reasons behind them are
the points to be explored.
In this chapter, literature on the positive and negative sides of using textbooks
for classroom instruction, how far and why teachers feel themselves free from or
dependent on the textbook, what textbook evaluation covers and what function
textbook evaluation serves for the teachers in their exploitation of the textbook, as
well as the principles, reasons and techniques of textbook adaptation are discussed.
Advantages and Disadvantages of Using Textbooks
Anectodal evidence shows that EFL teachers generally follow a particular
textbook in the preparatory schools for English language teaching in Turkey and
outnumber the teachers who do not use textbooks. Those who are in favour of using
textbooks justify their choice by listing the advantages of using textbooks in English
language teaching. The most frequently expressed reason is that textbooks provide a
syllabus for courses. In other words, “...a carefully planned and balanced selection of
language content” (Ur, 1996, p. 184). Grant (1987) suggests that “it is very difficult
for most of  [the teachers] to teach systematically without a textbook” (p. 8).
Systematicity implies that textbooks provide the content and organisation of the
content; and suggest methods for teachers’ use. The teachers then feel secure by
following the syllabus and course content offered by the textbooks.
Teachers are also concerned with students’ need for a similar kind of security so that
“...they know what to expect and what is expected from them” (Graves, 2000, p.
7173). Grant (1987) suggests that “...a textbook is reassurance for most students. It
offers a systematic revision of what they have done and a guide to what they are
going to do” (p. 8). According to O’Neill (1982) textbooks give the learners the
opportunity for “staying in touch with the language” (p. 107). Ur (1996) attributes
some more important functions to the textbooks by stating that textbooks provide the
learners with the opportunity to study independently to some extent during the
absence of the teacher because the learners can refer to the textbook to learn, revise
and check their understandings.
Nunan (1996) points out that apart from providing a sense of security for both
teachers and students, textbooks also make consistency across classes possible by
ensuring that the language content is same for all classes. In addition, textbooks
suggest methods to follow, appropriate tasks according to the proficiency levels of
students and “pedagogical rationale that is consistent with the philosophy of the
school” (p. 181).
Another advantage of using textbooks for teachers suggested by Nunan is that
textbooks save teachers from producing their own materials, which requires
experience, sufficient knowledge, plenty of time and original ideas. Therefore
“textbooks can relieve the overburdened, as well as underprepared, teacher of a great
deal of stress, time and additional work” (Nunan, 1996, p. 181) and by doing so
make it possible for teachers to “...focus on other tasks such as monitoring the
progress of their students, developing revision materials and activities” (p. 182).
Harmer (1991) also believes that textbooks at the same time supply attractive,
“interesting and lively materials” (p. 257) the qualities of which teachers may not be
able to achieve in producing their own materials.
8Moreover, textbooks are useful in the sense that they provide teachers “...with
a basis for assessing students’ learning [because they] include tests or evaluation
tools” (Graves, 2000, p. 174). Textbooks are also advantageous because they are
relatively cheap, easy to use and carry for the students.
Some other teachers, however, refuse to teach from a particular textbook and
point out the disadvantages of using textbooks. The first apparent reason is that one
single textbook can neither satisfy the needs nor can appeal to the interests of all the
students in a classroom. Graves (2000) exemplifies how needs and interests of the
students can be factors in adaptation by reporting that in one of her classes students
demanded more “practice with functional language and less emphasis on grammar”
(p. 203) and she rearranged her focus to the preferred activities. Thus, teachers might
take action to compensate what textbook lacks in order to meet specific goals.
Textbooks also have their own “rationale and chosen teaching/learning
objectives” (Ur, 1996, p. 184) and “[they] are rather rigidly sequenced [and
structured]” (Nunan, 1996, p. 185). Therefore, they may not leave enough room for
teacher creativity, flexibility and improvisation. In addition the content of the
textbook may not be appropriate to the levels of students or “there may be too much
focus on one or more aspect of language and not enough focus on others” (Graves,
2000, p. 174).
Another criticised aspect of textbooks is that “they ignore and ... devalue the
culture of the students” (Nunan, 1996, p. 180) by pumping the target culture
elements too much into the content of the courses. “For example, while the White
House seems to be a favourite topic with American textbook writers, the British
Royal Family appears to be a popular topic with British EFL writers” (Alptekin,
91993, p. 138). Since, target culture content exists in varying degrees in EFL
textbooks it may have a negative impact on teaching and learning situations because
students are less interested in it or feel put upon by it.
In fact, holders of both views are right to some degree: there is no perfect
textbook which can make everybody happy, yet it is not a practical solution to refuse
to use textbooks just because there is no perfect match with what we demand from
them. Instead teachers prefer taking the initiative and making their own decisions
about the use of textbooks and finding the middle of the road.
According to Grant (1987), “[many teachers] are not enslaved by their
textbook. Teachers use their judgement much more often than they think they do”
(p. 8). Teachers’ judgement refers to their reasoning of all the factors contributing
and constraining their decision making. A similar view is expressed by O’Neill
(1982) : “Textbooks can at best provide only a base or a core of materials. They are
jumping-off point for teacher and class” (p. 110). On teachers’ treatment of
textbooks, Wright (1987) comments that there are two positions textbooks may take
towards teachers: “master or servant” (p. 76). He finds teacher and student
involvement possible in the latter case. Then, teachers are able to modify and adjust,
while he thinks that in the first case teachers may be “…reduced to the role of
interpreters of a script” (p. 76). According to O’Neill (1982) a textbook can function
as the starting point for improvisation and interaction, and if that interaction is
blocked textbooks become “pages of dead, inert written symbols and teaching is no
more than a symbolic ritual devoid of any real significance” (p.110). The level of the
students also counts in teachers’ adaptive decisions: “At the intermediate and
advanced level, the teacher is freer to escape the tyranny of feeling tied to a single
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textbook” (Dubin & Olshtain, 1986, p. 157). So, the levels of students might be a
determining factor for the teachers in making instructional decisions. When the
students’ proficiency levels are high teachers may feel themselves safer to use a
range of options in the classroom.
Evaluation of Textbooks
Wright’s claim that textbooks can either be “masters or servants” brings to
mind that there is a power relationship between teachers and textbooks. What
teachers might prefer doing may be not to compete with the textbooks but to use the
books in the most efficient way for the advantage of the students. In this respect
teachers and textbooks might complement each other. A similar view is expressed by
Madsen and Bowen(1978) “... a wise teacher will seek in every way possible to
cooperate with the author of the book being used. The task becomes one of
enlargement or modification, not of criticism and downgrading.” (p. xi).
In order to do this, the teacher needs to be able to evaluate the textbook being
used. Hutchinson and Waters (1987) justify the function of evaluation as:
“Evaluation is a matter of judging the fitness of something for a particular purpose.
There is no absolute good or bad –only degrees of fitness for the required purpose”
(p. 96). The purpose in evaluating the textbooks is that “[it gives] insights into the
organisational principles of the materials” and “...[helps] the teacher to focus on
realistic ways of adapting the materials to a particular group of learners where
pertinent” (McDonough & Shaw, 1993, p. 65). Therefore, the primary purpose of
textbook evaluation is to see whether the textbook fits the needs of the students or
not and if not, what kind of adaptation can be possible to make to match it with the
11
needs of the students. But in order to change something, we should first understand
what it is that we are trying to change.
Grant (1987) in his evaluation and comparison of traditional and
communicative textbooks lists some characteristics of each type. He defines what he
calls traditional textbooks as: “[emphasizing] forms and patterns, accuracy, [focusing
on] reading and writing more than listening and speaking, [using] great deal of L1,
are highly exam-oriented...,” while he defines communicative textbooks as:
“[emphasizing] communicative functions of the language more, activity-based, [and
reflecting] students’ needs and interests...” (p. 12-14). Although he evaluates the
textbooks in a very general sense it is still a useful model for teachers to learn to
evaluate textbooks because being able to assess the textbooks can help teachers adapt
to meet the instructional objectives and the needs of the students. Grant proposes that
teachers are knowledgeable about textbook evaluation; however, they often are not
involved in the selection procedure.
Teachers’ opinions may not usually be asked to help in the selection of the
textbooks in their institutions, as was the case in Woods’(1996) study, in which the
textbook selection was made by the senior teachers, one teacher expresses her
feelings: “ I could strongly object if I felt really terrible using a certain book. But
pretty much the custom is to stay with the book that you’ve been suggested, that
you’ve been told to use basically” (p. 231). Similarly Johnson (1995) reports that
teachers are sometimes compelled to use predetermined books “Not all second
language teachers have the luxury of selecting their own instructional materials.
Instead, many are required to implement curricula that are mandated by school
administrators or national curriculum committees” (p. 138), but teachers naturally
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made evaluation of the textbooks in teaching and decided whether to adapt or not
anyway.
Graves (2000) again emphasizes that teachers are the right people to evaluate
the textbook in order to understand how to use a textbook, but that it is necessary to
understand the context, the students and yourself as a teacher so that you can
understand what you are adapting for. Graves (2000) calls this process: “getting
inside the textbook” and suggests three steps to do it: “conceptualizing the content,
formulating goals and objectives and organizing the course” (p. 176). In a way,
teachers examine the structure of the book by analyzing the ‘organization’,
‘sequence’ and ‘objectives’ in the textbook to see whether they fit the students’
characteristics, the teachers’ beliefs and understandings and institutional goals.
   Stevick also (1980) suggests some criteria that can make materials
appealing to what he calls “the whole learner” (p. 201). His first criterion is that
textbooks should appeal not only to intellect but also to the emotions of the students.
Secondly, textbooks should provide opportunities for the students to interact with
each other. As a last criterion he thinks that they should promote students’ sense of
security. Therefore he evaluates the materials in terms of what the learners need and
how they learn.
When we look at different authors’ approaches to the evaluation of the
textbooks we can infer that it is not like a prescription. So teachers need to build their
own criteria of textbook evaluation with their own reasons behind them and
considering their own priorities.
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Reasons for Adaptation
In general, teachers adapt textbooks because teaching includes constant
decision making. The ways teachers teach differs and the ways learners learn varies;
in other words, every class is different and no textbook can fit any particular
teaching/ learning situation perfectly. According to Madsen and Bowen(1978)
“Every teacher is in a very real sense an adapter of the textbook or materials he
uses...[and] the good teacher is constantly adapting” (p. vii). They point to the very
large number of opportunities for adaptation resulting from the interaction in the
classroom. This requires teachers to be very sensitive to the students’ perceived
needs and reactions: “While a conscientious author tries to anticipate questions that
may be raised by his readers, the teacher can respond not merely to verbal questions,
but even to the raised eyebrows of his students” (p. vii)
Classroom dynamics, including uncertainty, unpredictability and complexity,
are one of the major reasons for adaptation. Shavelson and Stern (1981) cite research
results by McNair that “Teachers apparently focus much of their attention on what
was occurring during the lesson, i.e., what the students were hearing, saying, doing
and feeling” (p.472). According to Shavelson and Stern, the point at which a teacher
makes an interactive decision is when the “teaching routine” is bothered by lack of
student participation or by “unsanctioned behaviour” (p. 487). At those specific
moments the scope of the changes made by the teacher may vary from “fine-tuning”
(p. 487) to serious changes, according to the degree of student reaction.
What Richards (1998) suggests is to “deconstruct and reconstruct” the
materials and “tailor them ...to students’ needs and teachers’ teaching style -
processes that constitute the art and craft of teaching” (p. 135). Hence what he
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emphasises is reasons concerning teacher and student factors in adaptation. Allwright
and Bailey (1991) concur that when the learners “switch off” (p. 162) and not
respond, adaptation becomes necessary.
Woods (1996) emphasises the distinction between the factors in adaptation
during planning and teaching. He claims that teachers take “institutional and
scheduling factors” into consideration in planning; while in teaching “decisions
primarily involve assessment of student abilities and class dynamics” (p.128). So the
focus of teachers shifts in transforming thought into action. Woods points out when
reporting the results of his study that  “…early planning was more tentative, with a
lesser focus on resources and took a great deal of time. Later planning, on the other
hand, was more a matter of refining, with major focus on constraints and a lesser
focus on resources and took less time” (p.137). Therefore, teachers not only adapt
through the processes of planning and teaching, but also within the process of
planning.
The nature of the materials in the form of texts and tasks are also reasons for
adaptation, as pointed out by Ur (1996): texts may be “too easy”, “too difficult”,
“unsatisfactory”, “boring”, “trivial in content” or tasks may be “short”, “irrelevant to
individual or group needs” (p.188). Similarly, Madsen and Bowen(1978) also
mention  textbooks factors as necessitating changes “to increase motivation by
making the language more real, the situations more relevant, the illustrations more
vivid and interesting” (p. viii). Thus, textbooks may require adaptation out of
concern for both level and interest.
  Graves (2000) summarizes the reasons for adaptation under four categories:
“teacher beliefs and understandings, students’ needs and interests, institutional
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context and time factor”(p. 203). In the first category, teacher beliefs and
understandings cover what teachers think as important and how it should be learned.
Students’ needs and interests include their proficiency levels, preferences, attitudes,
expectations and goals and how these are reflected in the classroom. Institutional
context consists of factors such as the schedule, examination system, number and
level of the students, while time factor includes the frequency and duration of
lessons.
In Bailey’s (1996) study which investigates the reasons for the deviations
from the lesson plans, five reasons related to student factors appear. The first one is
that teachers aim to “serve the common good,” which means dealing with one
individual student’s question just because teacher thinks that explaining that item
will also contribute to other students’ understanding. The second reason is
“teach[ing] to the moment” which includes teaching a particular item when the
students are especially interested in it at that moment.  To “accommodate students’
learning styles” is the third justification she gives, in which students’ preferred mode
of learning is taken into consideration by the teacher in decision-making.
“Promot[ing] student involvement” is the next explanation, in which teachers arrange
the instruction to maximize the student engagement in an activity. As the last cause,
she presents “distribut[ing] the wealth,” which covers teachers’ equal distribution of
the student participation in the activities to create a fair share of opportunities for
each student. (p. 38)
Principles of Adaptation
Since adaptation is closely related to other procedures, such as evaluating and
selecting materials and there are many reasons and techniques for adapting, it is
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important to determine the steps in adaptation. In other words, categorizing the
different aspects of adaptation process and planning accordingly may make the
procedures for the teachers more practical.
According to Stevick (1971) “adaptation is an art” and there are some steps to
follow in adapting. First of all students’ “linguistic, social and topical” needs and
responses should be predicted by the teacher. (p. 200). Then, the material should be
evaluated in terms of these three dimensions and teacher should decide what to add
or subtract.
Graves (2000) proposes a cycle of adaptation as an “ongoing assessment and
decision making” and can mainly summarized as “planning, teaching, replanning and
reteaching” (p. 204-205). By this model she emphasizes that there is constant change
in planning and classroom teaching, that teachers tend to deviate from their plans
when they teach, and the deviations result in further changes in planning and
teaching. Thus, in Graves’ model the steps teachers take in adapting are described in
order to explain their basis for their adaptive decisions.
McDonough and Shaw (1993) suggest that techniques should be selected
according to the nature of materials to be changed. They also believe that adaptation
can have both “qualitative and quantitative” (p. 87) effects, in other words both the
amount and nature of the materials can be changed. In addition, techniques can be
used “individually or in combination” (p. 88), according to the possibilities in the
classroom.
Techniques of Adaptation
Teachers make use of a range of techniques in adapting textbooks. The
reasons for the degree, frequency and effect of adaptation techniques change
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according to the understanding of each teacher and the needs of each individual
classroom. According to Madsen and Bowen(1978) teachers reflect their own ideas
about the material to be presented and the manner of presentation in the adaptation
process. Nunan (1996) suggests that “[the teacher] experiments with the set order of
the textbook, discards inappropriate parts, varies sequence of activities [and] selects
parts that will cater to the students’ needs” (p. 185).
As to the specific techniques of adaptation, McDonough and Shaw (1993)
defines some alternatives in adaptation for teachers. They define “addition” as
“supplement[ing] the materials by putting more into them” either by “extension”
which means supply[ing] more of the same…within the methodological framework
of the original materials” (p. 89) or by “expansion” which refers to “bring[ing] about
a qualitative as well as a quantitative change [and] add[ing] to the methodology by
moving outside it and developing it in new directions” (p. 89-90). “Omission” can be
made either by “subtraction” which refers to “reducing the length of material” (p. 90)
so implies a quantitative change or by “abridging” which refers to deleting the
material both qualitatively and quantitatively, so it is just the opposite process to
expansion. (p. 91). “Modification” is defined as “…an internal change in the
approach or focus of an exercise or other piece of material” and is divided under two
headings: “re-writing” in the form of revising the existing material “…perhaps by
taking notes from the original” (p. 92) and “re-structuring” which refers to “changes
in the structuring of the class” which implies changes in terms of grouping the
students during the implementation of the tasks. “Simplification” is defined as
making the instructional tasks and activities easier for the students to enable them
“…see how different parts fit together” (p. 93). “Re-ordering” is defined as “…the
18
possibility of putting the parts of a coursebook in a different order [which] may mean
adjusting the sequence of presentation within a unit, or taking units in a different
sequence from that originally intended” (p. 95).
Maley (1998) also makes definitions of adaptive techniques. He defines
“omission” as: “ leav[ing] out things deemed inappropriate, offensive,
unproductive…for the particular group”; “addition” as: “[in case of] inadequate
coverage add[ing] material in the form of text or exercise material”; “reduction” as:
“shorten[ing]  an activity, giv[ing] it… less emphasis”; “extension” as:
“lenghten[ing] …to give an additional dimension”; “replacement” as “replac[ing] the
material [with] a more suitable [one]”; and “re-ordering” as: “decid[ing] to plot a
different course through the materials from the one the writer has laid down”;
“branching” as “…add[ing] options to the existing activity or suggest[ing] alternative
pathways through the activities” (p.281-282).
The degree of adaptation is bound to the nature of actual class performance
and is ranges from spontaneous to planned and “simple to complex” (Graves, 1996,
p.26). Madsen and Bowen treat much teacher behaviour in the classroom as
adapting: “[A teacher] adapts... when he telescopes an assignment by having students
prepare ‘only the even numbered items’...even when he refers to an exercise covered
earlier...” (p. vii). Graves (1996) thinks that sequencing the material includes
“building from more concrete to more open-ended” and explains the aim of it as:
“[to] put the activities as building blocks in a feeding relation where one activity
feeds into another” (p. 28). Grant (1987) considers adaptation as departing from the
methods suggested in the textbook, “[to] issue a handout, close the books, or to
supplement the book with ideas or materials of our own” (p. 8). According to
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McDonough and Shaw (1993) adaptation can be “a rather formal process” which
definitely requires more planned and detailed preparation or can be “quite transitory
[and]... a response to an individual’s learning behavior at a particular moment, for
instance when a teacher re-words ...a textbook explanation of a language point...” or
“...introducing ..some idiomatic language, from their own repertoire in the real-time
framework of a class” (p. 84). Therefore there are variations in the degree of
adaptation as well as its scope.
Research on Teachers’ Instructional Decisions
There is unfortunately a lack of research on how teachers use textbooks in
class but several studies exist which reveal how and why teachers make instructional
decisions in classroom as well as how teachers deviate from their lesson plans during
teaching. There are also some general studies reporting the differences between
experienced and novice teachers’ teaching at different levels and with various subject
matters.
Johnson (1992) in her study which examines six preservice ESL teachers’
instructional decisions and practices concludes that teachers mainly take student
factors into consideration while making instructional decisions such as: “student
understanding, student motivation and involvement as well as instructional
management” (p. 525). Moreover, Johnson interprets preservice teachers’ actions in
terms of student-teacher interaction and its results in this way: “ When faced with
unexpected student responses such as deficient responses, continued student
initiations, or errors, they relied on a limited number of instructional actions…”
(527).  Thus, Johnson emphasises how preservice teachers’ in-class decisions are
20
shaped by unexpected student responses. She also points out limited adapting
strategies of novice teachers.
Woods (1996) makes a distinction between experienced and novice teachers
based on his research results by pointing out what lacks in novice teachers in terms
of understanding teaching and suggests that novice teachers need to learn “…how
teaching techniques can fit into coherent but evolving ‘philosophy’, and to learn a
range of strategies for making and testing out decisions” (p. 285).
Experienced and novice teachers’ instructional decisions are also discussed
by Borko and Livingston (1989), based on their study with six teachers. They
concluded that “Novices do not have as many potentially appropriate schemata for
instructional strategies to draw upon in any given classroom situation as do experts”
while they point out that experienced teachers are better at supplying “…examples
quickly and to draw connections between students’ comments or questions and the
lesson’s objectives” (p. 39).
Studolsky’s study (1989) examines 12 teachers’ use of textbook in fifth grade
math and social studies classes in which teachers were asked: “…to what extent
topics taught were from the book, what sections of the book or other materials were
used, and if the suggestions in teacher’s editions were followed” (p. 170). It reveals
that: “ …teachers are autonomous in their textbook use and…only a minority of
teachers really follow the text in the page-by-page manner …” (p. 176). She also
found that teachers did not feel themselves obliged to follow the suggestions in
teacher’s editions and ignored the suggestions most of the time they teach. Studolsky
concludes that the teachers who participated in her study “…used texts in the styles
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they felt most appropriate for themselves and their students, consistent with general
school policies” (p. 180).
In a study of  how teachers use textbooks in math teaching; Freeman and
Porter (as cited in Studolsky, 1989, p. 163) state that although in terms of  sequence
and content teachers feel bound to textbooks, textbooks do not have a considerable
impact on teachers decisions concerning “…time allocation, defining standards and
determining which students should receive particular types of instruction”.
The review of the literature suggests that more study is needed on teachers’
instructional decisions, particularly on teacher adaptation of texts because as Johnson
(1995) mentions: “No published research has examined the impact of commercial
materials on second language teachers’ instructional practices” (p. 137). In the
literature the functions and uses of textbooks in terms of their advantages and
disadvantages in teaching as well as the roots and types of instructional decisions are
discussed separately. However, the combination of these two aspects should also be
considered as worth researching to broaden the scope of the existing literature. This
study is generated by the belief that this topic deserves a much more focused
treatment in its own right.
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CHAPTER 3: METHODOLOGY
Introduction
The purpose of this study is to investigate experienced and noviceEnglish
language teachers’ use of textbook adaptation strategies at GURICTFL.
In this study the following research questions were asked in order to
investigate teachers’ adaptation strategies.
1. What kinds of adaptive techniques do the experienced and novice teachers
    in GURICTFL report they use?
2. What reasons do the experienced and novice teachers in GURICTFL
    suggest lead them to adapt the textbooks?
3. Are there differences in the reasons and kinds of adaptive techniques
    between experienced and novice teachers in GURICTFL?
Participants
The participants of this study were sixteen EFL teachers from GURICTFL.
Among 50 teachers who were contacted, 16 teachers volunteered to participate in the
study. Eight of the teachers who have experience in teaching English up to four years
were classified as novice and the eight with over eight years as experienced in this
study. This distinction is made by the administration at Gazi University for the
purpose of pairing the experienced and novice teachers as co-teachers. The years of
experience range from 2 to 4 for the novice teachers, with an average of 3 years,
while for the experienced teachers it varied from 8 to 21 with the average of
approximately 15 years. All of the teachers teach upper-intermediate classes.
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Material and Instrument
In this study, interviews were used as the data collection instrument and a
textbook unit as material.
Material
The material used for the interviews was a textbook unit from True Colors 4.
(Appendix A). The authors of the textbook described the textbook as: “…a highly
communicative international course enhanced by strong four-skills support…[and] it
incorporates task-based strategies…” (Maurer & Schoenberg, 1999, p. vii). The
teachers reported that this is their first year teaching with this textbook. It is the main
book that has been selected by the administration for use by all the teachers of upper-
intermediate classes. Unit 9 was used for the interviews because the teachers had just
implemented this unit according to their schedule. The tasks in unit 9 were used by
the teachers as a base to describe teachers’ opinions of the tasks and their adaptive
decisions as well as the purposes of their decisions. Teachers preferred describing the
tasks in the unit by referring to the eleven headings exist in the unit: ‘Photo Story’,
‘Listening Focus’, ‘Grammar’, ‘Social Language’, ‘Improvise’, ‘Authentic Reading’,
‘Listening with a Purpose’, ‘Heart to Heart’, ‘Game’, ‘Vocabulary’ and ‘In Your
Own Words’. Although the teachers used student book in describing their adaptive
decisions about the tasks and the reasons for those decisions during the interviews,
they referred to teacher’s book at some points to mention the suggestions of the
teacher’s book.
Interviews
Interviews were chosen as the data collection method in order to gain detailed
information on teachers’ adaptive decisions. The teachers could make personal
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comments in the interviews, revealing individual differences among them, which is
the focal point of the concept of adaptation. McCracken (1988) points out a similar
view “The long interview is one of the most powerful methods in the qualitative
armory. For certain descriptive and analytic purposes, no instrument of inquiry is
more revealing” (p. 9). Therefore, since textbook adaptation is not a fixed and
predictable teacher behaviour and is subject to different interpretations and practices
of teachers, it could be best revealed in interviews.
The interviews were semi-structured in which some set questions (Appendix
B) were available and combined with an improvised interviewing technique at the
same time in order to ensure the coverage of certain themes, such as sequencing,
pacing and grouping arrangements. Therefore teachers were first asked to describe
each task in the textbook unit, accompanied by their adaptive decisions and the
underlying reasons for them; in this respect interviews were respondent-oriented and
interviewees shaped the interview to some degree. However, the researcher elicited
elaborations in some parts of the interviews to clarify specific points mentioned by
the interviewees by asking follow-up questions. Interview questions given in
Appendix B were derived from the literature from Wright (1987), Richards (1990),
McDonough & Shaw (1993), Richards & Lockhart (1996), Richards (1998) and
Graves (2000).
The interviews focused on three main topics reflecting the content of the
research questions: teachers’ opinions about the tasks, their adaptive decisions in
implementing the tasks and the rationale for their decisions.
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The language of the interviews was English except for one interview because
that interviewee wanted to do the interview in Turkish. All the interviews were tape-
recorded.
Procedure
Before doing the interviews, permission for conducting interviews was taken
from the head of the department at GURICTFL and appointments were made with
teachers. The interviews were piloted with one novice and two experienced teachers
on 7 May 2001 in Gazi University to test whether the planned structure of interview
would be efficient. After the piloted interviews, an approach for using a semi-
structured type of interviewing was adopted. The participants were interviewed
individually in a conference room and a video room in Gazi University between 14
May 2001 and 22 May 2001. The interviews were carried out during teachers’ break
time because of their heavy schedules.
The interviewees were informed about the content, estimated duration and the
purpose of the interviews before the interviews so that they could feel more secure in
expressing their opinions and could organize their ideas in a better way.  The
interviews lasted approximately 45 minutes. The teachers were asked how they
implemented the tasks in unit 9 in True Colors 4 and why they implemented them in
the way they described. During the course of the interviews, the researcher used
prompts to cover the themes mentioned by the teachers in the initial conversations to
ensure consistency among the interviews in terms of content. However, it was
through an oversight that one task, “In Your Own Words” (Maurer & Schoenberg,
1999, p. 109), was mentioned neither by the interviewer nor the interviewees, so it
does not exist in data analysis section.
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Data Analysis
 In analyzing the data first all the interviews were listened to and the
researcher took notes under three headings: teachers’ opinions of the tasks, adaptive
decisions the teachers made and the reasons behind these decisions. Although the
first section which is teachers’ evaluation of the tasks is not one of the research
questions, it is essential in the sense that it provides a base for describing the
decisions teachers made and the reasons for those decisions. Therefore, notes of the
parts of  teachers’ expressions directly answering the research questions were taken
and categorized under the mentioned three sections and analyzed. The researcher was
selective in excluding the parts of the interviews which were off the topics of the
investigation. The most reflective and expressive comments made by the teachers in
evaluating tasks, explaining the procedures they followed in implementing the tasks,
and the motives of their decisions, were transcribed and quoted in the data analysis
section.
In order to categorize the adaptive decisions teachers made and label them
under the types of adaptation techniques literature support was derived. McDonough
and Shaw’s (1993) and Maley’s (1998) categorization and definition of adaptive
techniques were referred to in classifying the adaptive techniques teachers reported
the use of.
In addition to the labeling of adaptive techniques, as the second step in
analyzing the data the recurring reasons for adaptations were categorized with and
comparisons were made between experienced and novice teachers in terms of
adaptive techniques and reasons. In order to categorize experienced and novice
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teachers’ reasons for adaptations Shavelson and Stern (1981), Bailey (1996), Ur
(1996), Woods (1996) and Graves (2000) were referred to.
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CHAPTER 4: DATA ANALYSIS
Introduction
The aim of this study is to investigate experienced and novice English
language teachers’ use of textbook adaptation strategies at GURICTFL. Sixteen
teachers participated in the study. Eight experienced and eight novice EFL teachers
were interviewed to collect data for the study. Teachers’ years of experience in
teaching English was a variable. Teachers who have experience up to 4 years were
categorized as novice and those with over 8 years as experienced in this study.
In this chapter, first for each task, the tables which present teachers’ use of
adaptive techniques are introduced, accompanied by a discussion of the tables in
which each task is described in terms of its components and requirements and
teachers’ descriptions of how the tasks were treated are presented. Next, the tables
displaying teachers’ reasons behind their use of adaptive techniques are followed by
the discussion of these tables. In order to reflect the voices of the teachers, original
sentences by them are quoted in the discussions. Comparisons of the experienced and
novice teachers’ adaptive decisions and their reasons will be presented at the end of
the chapter.
Results of the Interviews
The results of the interviews were organized and presented in terms of
description of adaptive techniques, rationale of adaptation and comparison of
experienced and novice teachers related to these descriptions at the end of the
chapter.
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Task 1
The teachers explained the ‘Photo Story’ task under three sub-headings:
warm-up, vocabulary coverage and comprehension questions. Although the book
does not have a separate section introducing vocabulary, since it was a part of
teachers’ implementation of the task it is included as one of the sub-headings of the
task.
Table 1 shows number and types of the adaptive techniques used by
experienced and novice teachers in the ‘Photo Story’ task.
Table 1
Number and Types of Adaptive Techniques Used by Experienced and Novice
Teachers in Photo Story Task.
A O M S Re-O Rep B
N 7 - - - - - -Warm up
E 8 - - - - - -
N 6 - - - - - -Voc.
E 6 - - - - - -
N 6 - - - - - -Comp.Qs.
E 6 - - - - - -
Note. A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers, Voc: Vocabulary,
Comp. Qs: Comprehension Questions.
The only adaptive technique used by the teachers in this task was addition.
All the experienced and novice teachers’ additions to the warm up activity were
extensions. There was one warm-up question at the beginning of the task: “What
advice would you give someone who is going to a job interview?” (Maurer &
Schoenberg, 1999, p.108) Both the experienced and novice teachers extended the
warm up by producing more warm-up questions similar to the one that was given in
the book about the title and the pictures as well as about students’ own experiences.
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N8: I asked general questions about the topic: interviews, as warm up
and personalized the topic from my own experiences and students’
experiences.
E6: I supported the questions in the book by asking some questions
related to students’ private lives.
E3: I asked questions about the pictures to learn their impressions
about the pictures.
Introducing the vocabulary was the second section teachers mentioned in
implementing the task. Again, extension, in terms of adding more vocabulary, was
used as the typical form of the addition by both experienced and novice teachers.
Those teachers who did not use any adaptive techniques said that since the
vocabulary items were not difficult, teaching the key words given in the book were
enough. The quotes below illustrate how the teachers used extension.
N5: I created context for them and taught the idiomatic expressions.
N1: I went through some vocabulary like: ‘resume’, ‘well-informed’;
and different forms of the words.
E8: I wanted them to guess the words like ‘resume’ and ‘raise the red
flag’; I told the meaning later.     
As to the extension of comprehension questions in the task, both experienced
and novice teachers said that they extended the four existing comprehension
questions.
N7: I made them get the gist of the study by asking similar questions
to the ones in the book.
E3: I asked at least more than double questions than the book to
support the book.
E6: Comprehension questions here help students to understand the
meaning of words in context; I asked extra questions; especially
inference questions.
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Table 2 shows the type of reasons for the adaptive techniques used by
experienced and novice teachers in ‘Photo Story’.
Table 2
Number and Type of Reasons for the Adaptive Techniques Used by Novice and
Experienced Teachers in Photo Story Task.
Task T.
B&U.
Std. Time Con. C.Int. Other
N 1 - 6 - - - -Warm up
E - 2 6 - - 1 -
N - 2 4 - - - -Voc.
E 3 3 - - - - -
N 3 4 2 - - - -Comp.Qs.
E 2 4 2 - - - -
Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int:       
Classroom Interaction, N: Novice Teachers, E: Experienced Teachers, Voc: Vocabulary, Comp.
Qs.: Comprehension Questions.
According to the experienced and novice teachers, their use of extension for
the warm up section generally originated from their concern for the students’ needs
and interests.
N1: I wanted to motivate the students and make the students more
interested in the topic.
N6: I wanted to create a picture in students’ minds so that they could
pursue the topic better while they were listening.
N3: I wanted to personalize the topic by asking students’ own
experiences.
E6: I wanted to learn students’ opinions and impressions on the topic.
Teacher beliefs and understandings was the secondary reason for experienced
teachers’ extension of the warm up activity.
E3: My aim was to develop their guessing abilities using the title and
the picture.
E7: We shouldn’t be the slaves of the book in our teaching.
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For the vocabulary coverage the novice teachers primarily gave students’
needs and interests as the reason for extension and teachers’ beliefs and
understandings secondarily.
N5: I taught extra words because they should know them at
Intermediate level.
N6: Students should learn idiomatic expressions and parts of speech.
The experienced teachers spoke of both the nature of the task and students’
needs and interests responsible for their extension of vocabulary coverage.
E3: Unknown words were difficult and they could block students’
understanding of the text.
E8: Students may meet the same words in the future.
E7: My students often find it difficult to find some of the phrases in
their dictionaries.
As to the extension of comprehension questions in the task, both experienced
and novice teachers’ choices mainly originated from their own beliefs and
understandings, as well as the nature of the task and students’ needs and interests.
N8: Four questions were not enough; I wanted to make sure that they
really understood the passage.
E4: They were not enough and mainly focused on vocabulary not
comprehension so I added.   
E7: The book’s questions are not real comprehension questions; they
are guessing words from the context.
E8: Comprehension questions were not enough; I asked some more to
make them interested in the task and make them understand better.
 The most prominent feature concerning teachers’ decisions in the task is that
for different sections of the task both experienced and novice teachers emphasize
different reasons. In the warm up section the teachers’ focus is on students, with the
aim of increasing learner involvement in the activity. In teaching vocabulary and
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asking comprehension questions the three reasons: task, students’ needs and interests
and teachers’ beliefs and understandings overlap each other.
Task 2
‘Listening Focus’ is the second task in Unit 9 which consists of three
sections. In the first section there is a warm-up question. The title of the second
section is: “Comprehension: Understanding Meaning From the Context” in which the
aim is to check the understanding of the sentences given as statements and in this
respect it is a kind of paraphrasing exercise. The last section also measures
comprehension by means of two “inference and interpretation” questions. However,
the teachers preferred describing the task as two parts: warm-up question section and
comprehension questions section.
The type and number of adaptive techniques used by experienced and novice
teachers in the ‘Listening Focus’ task are shown in Table 3.
Table 3
Number of Adaptive Techniques Used by Experienced and Novice teachers in
Listening Focus Task.
A O M S Re-O Rep B
N 5 1 1 - - - -Warm up
E 7 - - - - - -
N 4 - - - - - -Comp. Qs.
E 4 - - 1 - - -
Note. A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers, Comp. Qs:
Comprehension Questions.
In the ‘Listening Focus’ task, for the warm-up section the most extensively
reported technique was addition in the form of extension by both experienced and
novice teachers. Novice teachers stated that they used two more techniques: omission
and modification.
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N4: I announced the topic first and we discussed about the
characteristics that is to be looked in a job interview.
N6: I wanted them to participate with their ideas.
E8: I made them guess what the text will be about by asking extra
questions.
For the second section of the ‘Listening Focus’ task which includes the
comprehension questions, there is a decrease in the number of adaptations made by
both experienced and novice teachers due to the lack of time and teachers’ evaluation
of the task as satisfactory. Among both experienced and novice teachers who adapted
this section the main technique was addition in the form of expansion. However,
experienced and novice teachers’ emphasis in their expansion differed. The novice
teachers reported their focus on teaching vocabulary in expanding the task, while
experienced teachers make use of the text by enabling the students to interact with
the text more deeply.
N6: I prepared my own questions in order to focus them on
vocabulary items, new phrases.
N4: I wrote the key words on the board; taught expressions so I
exploited the text by teaching vocabulary and wanted them to
recognize the new words.
E7: I stopped the cassette often; made some explanations; asked them
what they understood from the last sentence they heard.
E1: I took notes on the board in the form of small clues from the
listening text while they were listening to; then I asked them to make
up the story again using the clues on the board as links between the
events to retell the story.
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Table 4 shows the type of reasons for the adaptive techniques used by
experienced and novice teachers in the ‘Listening Focus’ task.
Table 4
Number and Type of Reasons for the Adaptive Techniques Used by Experienced and
Novice teachers in Listening Focus Task.
Task T.
B&U.
Std. Time Con. C.Int. Other
N 2 2 5 - - - -Warm up
E - 2 5 - - - -
N - 2 2 - - - -Comp. Qs.
E - 1 3 - - - -
Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int: Classroom
Interaction, N: Novice Teachers, E: Experienced Teachers Comp. Qs: Comprehension Questions.
The most dominant reason experienced and novice teachers gave for their
preference of extending the warm up activity arose from students’ needs and
interests. Teachers’ beliefs and understandings were also mentioned as a second
important reason for experienced and novice teachers’ adaptive decisions.
N2: I aimed to make the students express what they anticipate from
the story.
N3: I didn’t want to jump in the listening passage directly.
N4: I tried to help students personalize the topic.
N6: For the young students the topic is a bit far from them but I
thought that they will experience such a thing at some point in their
lives so I tried to have them go into the topic more.
E3: In order to personalize the topic and attract their attention to the
topic.
E8: It would be difficult to listen without knowing what to expect.
As to the reasons given for the expansion of the comprehension questions
section by the experienced and novice teachers, student and teacher reasons share
nearly the same emphasis.
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N5: It would be useful for the students to learn more expressions.
N2: I wanted to reduce the difficulty students have in understanding
the text.
E7: Because I wanted to check the degree of their understanding as
well as why they understood in that way.
E4: I wanted to be sure of the clarity of the comprehension of the text.
Both experienced and novice teachers highlighted the student reasons for the
task in terms of improving students’ performances and the quality of the learning
outcome. In addition to student reasons they also pointed out teacher reasons which
reflected their understanding of the useful and ideal for the students and what must
be emphasized to reach the instructional goals. However, since none of the teachers
mentioned classroom instruction as a reason for their adaptive choices, including
students’ responses to the learning situation or the tasks, the decisions seemed to
have already existed in the minds of the teachers. Hence, in a way they are
predetermined before the moment of teaching and in this respect arise from teachers’
beliefs about what is important to teach. Woods (1996) argues that: “…sometimes
teachers are aware of their decisions and sometimes they make them automatically.
From this perspective each has a repertoire of teaching strategies and materials that
are potentially useful in a particular teaching situation” (p. 120). Woods also
commented on the aim of employing a certain strategy: “The choice of a particular
strategy depends on the teachers’ goals for the lesson, beliefs about teaching, and
information about the students” (p. 120). The experienced and novice teachers did
not mention task reasons as much as the student and teacher reasons and mentioned
these less than they mentioned them in the ‘Photo Story’ task, which may imply that
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they do not find the listening task very problematic to implement, and thus not a
starting point for them to adapt from.   
Task 3
‘Grammar’ is presented as the third task in the unit. It contains four sub-
sections. The first sub-section is ‘Grammar Chart’ in which ‘quoted speech and
reported speech’ and ‘verb changes in reported speech’ are explained. As the second
sub-section ‘Grammar in a Context’ takes place in which students are given a
dialogue. The third sub-section covers another grammar point: ‘Be supposed to’, in a
chart. It is followed by the second ‘Grammar in a Context’ section in which students
are asked to complete the conversation with ‘be supposed to’.
In table 5,  experienced and novice teachers’ adaptive decisions in terms of
number and types concerning the ‘Grammar’ task are displayed.
Table 5
Number of Adaptive Techniques Used by Experienced and Novice teachers in
Grammar Task.
A O M S Re-O Rep B
N 7 - 1 - - - -Reported
Chart E 8 - - - - - -
N - - - - - - -In Context 1
E 1 - 1 - - - -
N 4 - 1 - - - -Be Supp.
to Chart E 5 - - - - 1 -
N - - - - - - -In Context 2
E 1 - 1 - - - -
Note. A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers, Reported S: Reported
Speech, Be Supp. to Chart: Be Supposed to Chart.
For the ‘Grammar Chart’ which includes explanation of quoted and reported
speech and verb changes in reported speech, the common pattern is that all the
experienced and novice teachers except for N2 made an addition to the task by
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expanding it. The common explanation shared by all the teachers in terms of how
they expanded the task is that they compiled some extra rules, explanations,
examples and exercises from grammar reference books and prepared a kind of
summary for their presentation of the topic, as well as producing worksheets on the
topic to compensate for what they assumed was lacking in the task in terms of both
quality and quantity. The experienced and novice teachers agreed that they used the
‘Grammar Chart’ in the book just for the summary of the topic by either reading
aloud or asking students to read it silently: N1 explained that “I gave this for
remembering, reminding what we have studied”. Therefore the experienced and
novice teachers did not base their grammar presentation on the chart. N2 was an
exception because she declared that replacement was the technique she used for this
section for the purpose of providing the students with additional usages of the topic
with her own summary and did not take book’s presentation into consideration.
N5: I produced my own materials; brought some materials for
grammar; worksheets, explanations and exercises.
N1: I explained reported speech apart from this book; so I prepared a
worksheet including the details of reported speech of course not very
advanced ones.
N2: I use additional grammar reference books: Swan, Murphy and
prepare my own material to present grammar.
E1: I support grammar with exercises from somewhere else; I brought
some extra grammar points to the class then we read grammar section
in the book.
E4: I never liked this books’ grammar pages; I‘m giving my handouts;
after we did lots of exercises we look at this and I’m only reading this
part.
E5: I present grammar points from other books like Azar; write on the
board refer to this page like kind of sum up the points.
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As to the ‘In Context 1’ task the number of adaptations decreases
considerably. None of the novice teachers made any adaptation. Implementing the
task as it was devised was the choice that made by most of the experienced teachers
too. Two of the experienced teachers, E1 and E5 however, explained that they
expanded and re-wrote the task.
For the second grammatical presentation: ‘Be Supposed to Chart’ both
experienced and novice teachers mostly preferred addition as the technique of
adaptation,
 but when compared with the first task the additions are fewer in number. It may be
because it is a relatively shorter section in terms of grammar coverage.
The results for ‘In Context 2’ are exactly the same with ‘In Context 1’ in that
only adaptations of the task were expansion and re-writing of the task by experienced
teachers. Because type of the tasks and teachers motives’ for their decisions are alike
for this task.
 Table 6 shows the type of reasons for the adaptive techniques used by
experienced and novice teachers in the ‘Grammar’ task.
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Table 6
Number and Type of Reasons for the Adaptive Techniques Used by Novice
And Experienced Teachers in Grammar Task
Task T.
B&U.
Std. Time Con. C.Int. Other
N 8 8 7 - 5 5 -Reported
Chart E 8 7 7 - 6 7 -
N - - - - - - -In Context 1
E 1 - 1 - - - -
N 5 5 4 - 3 2 -Be Supp.
to Chart E 5 5 4 - 2 - -
N - - - - - - -In Context 2
E 1 - 1 - - - -
Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int:
Classroom Interaction, N: Novice Teachers, E: Experienced Teachers, Be Supp. to Chart: Be
Supposed to Chart.
Both experienced and novice teachers gave different reasons to explain their
expansion of both of the grammar charts. First, teachers’ opinions about the task and
the way grammar should be taught to the students which reflect the first three reasons
given in the table are mentioned by the teachers. Next, students’ demands arising
from the interaction in the classroom and examination system which is included
under the context reason in the table, are stated by the teachers. Teachers evaluated
and criticized the task in terms of both quality and quantity. The most commonly
expressed criticism against the book’s coverage of the grammar point was that it was
not sufficient in terms of its presentation of the rules, examples, details and
exceptions.
N6: Poor, unsatisfactory grammar coverage: only a chart, a few
examples were given.
N4: I hate the way this book presents grammar, it gives it directly, not
requires reasoning or guessing.
N6: We were given only structures not the usage and functions.
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N3: I don’t think grammar should be taught explicitly I want the
students to make inferences, we can get the meaning from the context.
E5: The summary given in the book was very ‘general’ and lacked
variety in terms of both structure and usage.
E3: The examples in this section could only explain what existed in
terms of grammar in the ‘Photo Story’.
Taking students’ demands into consideration was one of the most frequently
expressed reason by both experienced and novice teachers for expansion while
covering the grammar section. According to the experienced and novice teachers,
students demanded more grammar presentation and opportunities for practice than
what was originally devised in the task and also asked more questions than they
asked in other tasks.
N3: Students demand more grammar, what’s in their mind from high
school is that language is grammar, they think that when they don’t
learn grammar they don’t learn the language.
N1: Our students know these from high school a bit, so they ask more.
E7: My students would have doubted if they learned grammar if I
hadn’t added.
E4: My students influence me; they like learning grammar especially
all the points at one time.
E8: When you teach grammar the class is more teacher-centred and
they like sitting, just listening to teacher teaching grammar because it
is easier for them.
Although the teachers diagnosed different underlying reasons for students’
motives they all admitted that their teaching was shaped by the demands of the
students.
Experienced and novice teachers also expressed their opinions about the
effects of the examination system on their grammar instruction.
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N3: If a question comes in the exam and students are not familiar with
it then they just protest.
N1: I bring class exercises similar to the item types appear in the
exams.
E8: Although the book focuses on communication more testing
system focuses on grammar more… testers do not teach the book, they
just imagine we should have taught some extra grammar, so we are
afraid to face the structures in tests which have not been taught in the
class and this creates problems.
E3: In the exams some of the things that don’t exist in the
presentations appear.
The teachers agreed that in teaching grammar in general and for this
particular grammatical point in particular they are and were influenced by the exam
factor, supplementing the existing presentation in the book and spending more time
than the book originally suggested as a result.
As to the In Context 1 and 2 sections only two experienced teachers: E1 and
E5 adapted the task due to student and task factors. The other teachers who did not
adapt the task said that after studying grammar points in detail, it was not difficult to
understand the conversation and fill in blanks correctly. E3, E4 and E6 also added
that it was a good idea to present grammar in a communicative context therefore this
section served a double purpose: developing students’ oral competencies and
teaching grammar. The main reason why teachers did not deviate from the task might
be that they all mentioned that they had already supplied the students with more
explanations, examples and exercises on the topic than the book provided, in the
form of handouts. Thus, it is quite understandable for the teachers to be content with
the amount of the exposure of the grammatical point in the context and exercise in
fill-in blanks section in this task.
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Task 4
In the ‘Social Language’ task, there are two conversations in which students
are to learn “how to express uncertainty about an event’s outcome and offer support”
as well as “express[ing] confidence and congratulat[ing] someone” (Maurer&
Schoenberg, 1999, p. T108) respectively. Students are asked to read and listen to the
conversation then practise it with their partners. This section also includes a table
which gives synonyms of the expression used in the conversations.
Table 7 shows how experienced and novice teachers made adaptive decisions
in the ‘Social Language’ task. Teachers described their decisions by treating the two
conversations as one, under the title of ‘Social Language’.
Table 7
Number of Adaptive Techniques Used by Experienced and Novice teachers in Social
Language Task.
A O M S Re-O Rep B
N 4 - 2 - - - -Cons.
E 2 - 4 - - - -
Note. A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers, Cons: Conversations.
The most preferred types of adaptive technique used by experienced and
novice teachers were addition and modification. Table 7 indicates that an equal
number of adaptations were made by both experienced and novice teachers with an
opposite emphasis on preferred techniques.
The novice teachers who reported their expansion of the task said that they
emphasized the formal language as well as the informal language used in the task,
made students act the conversations and taught more vocabulary usages. Experienced
teachers: E4 and E6 reported that they expanded the task by asking the students to act
the conversations.
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Re-structuring was the technique E1, E2 and E3 reported that they used by
turning the task into whole class activity, and by putting talkative and silent students
together. N3 also stated that she re-structured the class and students worked in
groups.
The least frequently used technique by the teachers was re-writing. N4 said
that she asked her students to close their books and she chose and nominated
different roles for her students. E7 also reported re-writing the task.
Table 8 shows the type of reasons for the adaptive techniques used by
experienced and novice teachers in the ‘Social Language’ task.
Table 8
Number and Type of Reasons for the Adaptive Techniques Used by Experienced and
Novice teachers in Social Language Task.
Task T.
B&U.
Std. Time Con. C.Int. Other
N 1 5 1 - - - -Cons.
E - 5 4 - - - -
Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int: Classroom
Interaction, N: Novice Teachers, E: Experienced Teachers, Cons.: Conversations.
As the table indicates both experienced and novice teachers justified their
choices of the additions to and modifications of the task by mentioning their beliefs
and understandings. In addition to this reason, experienced teachers in particular also
took students’ needs and interests into consideration in adapting the task.
N6: I warn them that it’s the informal language and they should use
these in informal contexts, not in a formal production; I try to give
some formal expressions they can make use of.
N3: I made them work in groups so that they could come up with
various ideas.
N4: I nominated them with some roles because students are like
parrots, they repeat the same things while doing this task.
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E7: I wanted to personalize the topic for the students.
E3: I put silent and talkative students together or the students who go
well together so that they can be more creative together.
E2: I did the activity as a whole class one to ensure the contribution of
the whole class to the activity.
 This reason given by E2 is called “distribut[ing] the wealth” (Bailey, 1996,
p. 38) referring to teachers’ equal distribution of the student participation in
activities to create a fair share of the opportunities.
Three novice teachers: N1, N2 and N7 expressed that they did not adapt the
task in any way, although all of them criticised the task as being dull, mechanical,
useless and repetitive, as well as having overly informal language that the students
would be unlikely to use in the future. N2 stated that “I don’t know any other way to
do this activity, it is because of the process”. N1 said that “I did it because the
teacher book says: do it”. Two experienced teachers: E5 and E8 did not change the
task either. E8 mentioned that she did not feel the need of adapting the task because
it focused on communication and the expressions in the conversations were useful
for the students. E5 both criticised and appreciated the task by saying that students
did the task rather mechanically without creating anything original but it was good
for the students to learn informal expressions.
Task 5
‘Improvise’ is a speaking task in which students are asked to work with a
partner and produce a conversation, telling about a recent event by using the previous
conversations as examples. Students are provided with some ideas to use for their
conversations.
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Table 9 shows the number and type of adaptive techniques used by
experienced and novice teachers in the ‘Improvise’ task.
Table 9
Number of Adaptive Techniques Used by Experienced and Novice teachers in
Improvise Task.
Improvise A O M S Re-O Rep B
N 4 - - - - - -
E - 2 3 - - - -
Note . A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers.
In implementing the ‘Improvise’ task, experienced and novice teachers
reported the use of three techniques mainly: addition, omission and modification.
The number of adaptive techniques used by the experienced and novice teachers is
nearly the same. However, the novice teachers added to the task by expanding, while
experienced teachers omitted and modified the task in the form of re-writing and re-
structuring. Thus, experienced and novice teachers’ adaptive decisions are
completely different from each other.
Novice teachers stated that they expanded the task. N3 and N5 said that they
added extra situations besides what were given to the students in the options to write
their own dialogues. N1 and N8 chose to expand the task in terms of methodology by
choosing the best group presenting a conversation and asking those students to come
to front of the room and act the dialogues out.
Two of the experienced teachers reported that they decided to omit the task.
A total omission of the task was made by E8 while E1 stated that she subtracted the
task by shortening the amount of time spent on it. E7 and E2 however, chose the
option of re-writing the task by suggesting completely different topics for the
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students to use. Re-structuring was the technique used by E7 by dividing the class
into groups of four.
Table 10 shows the type of reasons for the adaptive techniques used by
experienced and novice teachers in the ‘Improvise’ task.
Table 10
Number and Type of Reasons for the Adaptive Techniques Used by Novice
and Experienced Teachers in Improvise Task.
Improvise Task T.
B&U.
Std. Time Con. C.Int. Other
N 1 2 4 - - - -
E - 1 3 1 - 2 -
Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int: Classroom
Interaction, N: Novice Teachers, E: Experienced Teachers.
The reasons for adaptation of the experienced and novice teachers focused on
students’ needs and interests, as well as teachers’ desire in “promot[ing] student
involvement” (Bailey, 1996, p. 38). Although there are variety of reasons teachers
gave, the secondary reason which is common for both experienced and novice
teachers arose from teachers’ beliefs and understandings. For experienced teachers,
classroom interaction is the second major reason for adapting, but was not mentioned
by novice teachers at all.
N5: I added to personalize the content for the students.
E7: I wanted to personalize the topic and motivate them.
N3: The book gives business meeting as a situation but it is not
appropriate to their age.
E2: I divided the class into groups of four to make the students share
their ideas with each other.
N8: I choose the best group to add fun element to the task.
E1: I cut it short because they were unwilling to speak; they lost their
interests.
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There are four experienced and four novice teachers who did not adapt the
task. E3, E4, E5 and E6 explained that they were satisfied with the task because it
promoted students’ oral competencies and created an opportunity for the students to
express their opinions. N2, N6 and N7 explained that they did not change any part of
the task although they criticised the task as being inefficient and mechanical because
students directly used the previously given conversations and the task lacks a
problem-solving aspect.
N6: There is no situation, no problem to be solved; just repeat what is
given in the dialogue; nonsense; I would give them realistic situations.
N6 explained that the inconsistency between his ideas and his actions resulted
from the time limitation which did not let him to realise his thoughts. N2 pointed out
that she could not think a more interesting activity to replace with the task. Only N4
was content with the task because she thought that students liked this section.
Task 6
The ‘Authentic Reading’ task consists of three sections: ‘Before You Read’,
‘Reading Passage’ and ‘Comprehension: Inference and Interpretation’ (Maurer, &
Schoenberg, 1999, p.116). In the ‘Before You Read’ section, students are asked a
warm up question. In the second section, students are asked to read and listen to an
article taken from The New York Times. In the third section, there are three multiple
choice comprehension questions in which students are asked to complete a sentence
by choosing the correct option.
Table 11 shows the number and type of adaptive techniques experienced and
novice teachers reported that were made during implementation of the ‘Authentic
Reading’ task.
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Table 11
Number of Adaptive Techniques Used by Experienced and Novice teachers in
Authentic Reading Task.
A O M S Re-O Rep B
N 5 - 2 - 1 - -Before Y. R.
E 6 - - - - - -
N 5 6 - 1 - - -  Reading P.
E 7 7 - 1 - - -
N 5 - - - - - -  Comp. Qs.
E 6 - 2 - - - -
Note.  A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers, Before Y. R: Before You
Read, Reading P: Reading Passage, Comp. Qs: Comprehension Questions.
Experienced and novice teachers mainly adapted ‘Before You Read’ section
with the purpose of expanding and extending the task. Novice teachers also made use
of re-writing and re-structuring the task as well as re-ordering. N1, N6 and E8 said
that they did not adapt this section.
All the experienced teachers except for E7, and the novice teachers: N2, N3,
N4 and N7 reported that they extended this section by asking extra warm up
questions, similar to the ones in the task.
 N3: We were given just one question there; I added extra questions
about their future lives, about career, because they are rather formal
things not related with their lives now.
E1: Since it’s authentic reading I prepared some more questions for
warm up; when they read the title what comes in their mind; I try them
to guess, read the title and tell me what it can be about.
E4: I asked about the title and their expectation of the subject.
Expansion was another choice E7 and N5 made use of by creating a class
discussion for the warm-up questions. N8 reported that she re-structured the class by
nominating one student as an employee and rest of the class as employers asking
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questions to that student. N5 stated that as well as expansion, she made use of two
more adaptive techniques: re-ordering by asking extra warm up questions after she
taught the unknown vocabulary in the text and re-writing by changing the existing
question in the task.
In implementing the reading passage teachers mentioned three things:
listening to the passage from the cassette, vocabulary coverage and during and post
reading activities in terms of exploiting the text. For making students listen to the
passage from the tape only three teachers followed the book’s instruction: N5, N1
and E6. The remaining teachers omitted the listening part. In terms of vocabulary
coverage six experienced teachers and five novice teachers said that they taught more
words, expressions and phrases, thus extending teaching the key words that the book
suggested.
N3: I force them to think on vocabulary items; gave them little clues,
not the meaning; they guessed; but for abstract things I gave the
explanation and gave extra examples apart from the text.
N1: I ask them to guess the words; if not I wrote on the board and
gave English meaning then asked them to tell me the Turkish
equivalent.
E2: I wrote some vocabulary on the board and had them guess.
In terms of during and post reading activities ‘simplification’ was done by E4 and N8
through paragraph by paragraph explanation of the passage as well as retelling and
paraphrasing activities.
In doing the comprehension questions, except for N1, N5 and N8, all the
novice teachers extended the task, and all the experienced teachers, except for E3 and
E4 who re-wrote and replaced the comprehension questions, extended the task.
N3: I asked extra questions asking for the main idea in paragraphs.
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N7: I asked general questions about the whole text.
E1: I prepared my own questions, more than 10 questions; after we
discussed about the questions in the exercises I asked mine about the
article.
E7: I added questions about each paragraph.
Table 12 shows the type of reasons for the adaptive techniques used by
experienced and novice teachers in the ‘Authentic Reading’ task.
Table 12
Number and Type of Reasons for the Adaptive Techniques Used by Novice and
Experienced Teachers in Authentic Reading Task.
Task T.
B&U.
Std. Time Con. C.Int. Other
N - 1 7 - - - -Before Y. R.
E 1 1 6 - - - -
N 5 8 6 4 - - -Reading P.
E 7 11 6 - - - -
N 5 5 5 - - - -Comp. Qs.
E 4 2 8 - - 2 -
 Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int:
 Classroom Interaction, N: Novice Teachers, E: Experienced Teachers, Before Y. R.: Before You
 Read, Reading P.: Reading Passage, Comp. Qs.: Comprehension Questions.
In implementing ‘Before You Read’ section both the experienced and novice
teachers who mainly use expansion and extension to add to the task took students’
needs and interests into consideration.
N1: I wanted them to feel the self-confidence that they can understand
an authentic text.
N5: I added to make them be more interested in it.
N8: I aimed at including them in the activity, feeling the activity.
E4: I tried to attract their attention on the topic; if a teacher is asking
too many questions they think that the subject is important, kind of
playing guessing game; they wonder whether they are right or wrong.
For the implementation of the reading passage, the experienced and novice
teachers mostly focused on their beliefs and understandings in terms of task and
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students’ needs and interests in their adaptive decisions. Novices also gave time as a
reason for their adaptation.
 In explaining their motives for omitting the sub-section on listening to the
reading passage from the tape, both experienced and novice teachers claim their
beliefs and understandings, task and time limitation responsible for their decisions.
E7: There are already two listening sections in the unit so I didn’t
think it was necessary to have one more.
N4: I don’t think listening is vital in a reading task so I skipped it.
N2: I didn’t want to spend time on it.
In terms of vocabulary coverage both experienced and novice teachers used
their beliefs and understandings of the task and students’ needs as a reference in
justifying their choices of extending the vocabulary coverage.
E3: There were many words that they didn’t know and they were
already unwilling, not try to understand so I tried more.
N1: Some words have more than one meaning; they have difficulty in
finding which is which from the dictionary.
For during and post reading activities, E4 and N8’s simplifications originated
from the teachers’ perceptions of how a reading passage can be exploited to improve
students’ comprehension and performances.
N8: They have to use their own words; just their understanding is
important; I wanted them to get the overall idea, not the details.
In justifying their extension of the existing comprehension questions in the
task, novice teachers emphasized their beliefs and understandings, task and student
reasons, while experienced teachers mentioned the same factors with greater focus
on student reasons.
N4: The questions were not sufficient for checking students’
understandings.
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E2: I must be sure that they understood because reading texts are
always difficult for my students.
N3: They should base their responses on evidence; they have to prove
why something from the passage is correct to avoid guessing without
understanding.
E4: Only three sentences are not enough to understand the whole
passage; and they are not real comprehension questions; they are just
completion type of questions.
As to the adaptations made by experienced and novice teachers as a whole in
the ‘Authentic Reading’ task, although the most typical form of adaptation was
addition, the teachers reported four more adaptive techniques. This might mean that
teachers’ beliefs and understandings about the task and their students show variation,
too.
Task 7
‘Listening with a Purpose’ is the second listening task in the unit. It consists
of two sections: “Determine Context” and “Listening Between the Lines”. In the first
section students are expected to listen to the conversation and answer three general
questions about the text. In the second section after listening the text for the second
time students are asked to choose the option that is correct and match statements
with quotations.
Table 13 shows the adaptive decisions experienced and novice teachers made
about the ‘Listening with a Purpose’ task.
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Table 13
Number of Adaptive Techniques Used by Experienced and Novice teachers in
Listening with a Purpose Task.
A O M S Re-O Rep B
N 1 - - - - - -Determine
the Con. E 1 - - - - - -
N 3 - - - - - -Listening
B. the L. E 2 - 1 - - - -
Note. A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers, Determine the Con.:
Determine the Context, Listening B. the L.: Listening Between the Lines.
For  the ‘Listening with a Purpose’ task, the number and types of adaptive
techniques used by experienced and novice teachers is quite small. For the first
section only two teachers: N4 and E8 used expansion by discussing personal
information given by the students related to the topic and extension by asking
students to guess what the text would be about, respectively.
In the ‘Listening Between the Lines’ section, N6, N8 and E6 extended the
task by asking extra questions. N8 also used expansion by making the students to re-
tell the story to see whether they could remember the important parts of the text or
not. E1 reported her re-writing and expansion of the task.
E1: I took short notes on the board usually on vocabulary; then they
retold the story; we listened second time just to see if they really
remembered it correctly or not.
The reasons for experienced and novice teachers’ use of small number of
adaptive techniques for the ‘Listening with a Purpose’ task might be traced to their
justification for their choices of not adapting the task during their implementation.
Table 14 illustrates the reasons that experienced and novice teachers gave for
the limited number of adaptations they made in the ‘Listening with a Purpose’ task.
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Table 14
Number and Type of Reasons for the Adaptive Techniques Used by Experienced and
Novice teachers in Listening with a Purpose Task.
Task T.
B&U.
Std. Time Con. C.Int. Other
N - - 1 - - - -Determine the
Con. E - - 1 - - - -
N - 3 3 - - - -Listening B.
the L. E - 2 2 - - - -
 Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int: Classroom
 Interaction, N: Novice Teachers, E: Experienced Teachers, Determine the Con.: Determine the
 Context, Listening B. the L.: Listening Between the Lines.
As the table indicates, the motives of experienced and novice teachers in
extending, expanding and re-writing the task are driven from students’ needs and
interests and teachers’ beliefs and understandings.
For the first section of the task experienced and novice teachers defended
their extension of the task by stating that their purpose was to arouse students’
interest in the topic.
E8: I wanted to make them familiar to the topic.
In the second section of the task, novice teachers gave the reason of
emphasizing vocabulary and checking students’ familiarity with the unknown words.
Experienced teachers stated that they aimed at improving students’ understandings of
the text.
Five of the novice teachers reported that they did not change the task because
it fulfilled its purpose and students did not meet with any kind of difficulty in doing
it, as well as their belief that the questions successfully reflected the content of the
text. In the same manner, five of the experienced teachers stated that since the task
was satisfactory, clearly understood and well liked by the students, as well as being
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authentic and reflecting daily life conversations, they did not feel the need to modify
the task.
‘Listening with a Purpose’ is one of the tasks which was adapted the least. It
might be because teachers are generally content with the task and they think that
students’ needs and interests are met by the task.
Task 8
The eighth task in the unit is “Heart to Heart” which includes a discussion
topic: “Every job has its ups and downs” (Maurer, & Schoenberg, 1999, p. 117), as
well as two discussion questions asking for students’ opinions. Students are asked to
work in pairs.
Table 15 shows the adaptive decisions experienced and novice teachers made
in implementing the ‘Heart to Heart’ task.
Table 15
Number of Adaptive Techniques Used by Experienced and Novice teachers in Heart
to Heart Task.
Heart to Heart A O M S Re-O Rep B
N 2 2 3 - 1 1 -
E 2 2 4 - - - -
Note. A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers.
According to the table, there is a resemblance between experienced and
novice teachers’ adaptive decisions in terms of number and types. The teachers made
use of three techniques mainly: omission, addition and modification.
Both experienced and novice teachers used omission. How both experienced
and novice teachers omitted the task and what their decisions were after the omission
differed. E1 omitted the task to do it next day. E5 and N4 omitted the task
completely. N6 omitted the task and used the technique of replacement.
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N6: I changed the activity; we listened to a song and fill-in the blanks
instead.
An alternative choice two teachers made was extension of the task. E3 and
N2 mentioned that they asked more questions of similar kind in the task. E5, E7 and
N5 used “re-structuring” for this task by turning the task into whole class work,
dividing the class into two big groups and groups of five, instead of pair work.
N5: I turned this activity into group work; five groups of five students;
I listened to all groups’ comments.
E4: I asked students one by one; nominated them and we did it like a
whole class activity.
E7: We did group work; they debated in two large groups; one group
ups, the other downs.
N3 and E8 said that they combined two techniques together: extension and
re-structuring.
N3: I asked about their parents; what they like and dislike about their
jobs; what kind of jobs they have; I got ideas from individual students,
so class as a whole participated.
E8: I asked some general questions on the topic; actually we did this
as a whole class activity.
N1 said that she re-wrote the task: “I changed it into something enjoyable;
they gave funny answers”. N8 re-ordered the task by changing the sequence and
doing the ‘Heart to Heart’ task before the reading passage.
Table 16 shows the type of reasons for the adaptive techniques used by
experienced and novice teachers in the ‘Heart to Heart’ task.
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Table 16
Number and Type of Reasons for the Adaptive Techniques Used by Experienced and
Novice teachers in Heart to Heart Task.
Heart to Heart Task T.
B&U.
Std. Time Con. C.Int. Other
N 4 5 7 1 - - -
E 4 5 6 1 - 2 -
Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int: Classroom
Interaction, N: Novice Teachers, E: Experienced Teachers.
As the numbers in the table indicate, there is a parallelism in the motives of
experienced and novice teachers in that they both made adaptive decisions based
mainly on three types of reasons: students’ needs and interests, teachers’ beliefs and
understandings, and the nature of the task.
For the omission of the task, teachers’ evaluation of the task and students’
needs, as well as the classroom interaction, played a dominant role.
N6: Students got lost and bored; we talked about the same things a lot
before in other activities, so I wanted them to relax.
E1: I thought it would be better to assign the task as homework
because they could think better; organise their ideas better at home.
E5: Those discussion questions had already been dealt with in other
tasks; I thought it would be repetitious to do it again.
Teachers explained their choices of extending the task by stating that they
wanted to personalize the task for the students, therefore they took the students’
needs into consideration. Teachers’ justification for re-structuring in other words
re-arranging the grouping of the students, was that teachers’ beliefs, the nature of the
task, students’ needs and interests and classroom interaction played role for their
adaptive decisions.
N5: Because this way promotes communication in the classroom.
E4: We could use the time more efficiently.
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E7: I think students are more willing to speak in such group works.
Task 9
In ‘Game’ students are asked to write three sentences in past, present and
future about themselves which can be true or false. After their partners report what
they say, the other team are asked to guess whether the sentences are true or false.
The team who makes more correct guesses earns more points at the end.
Table 17 shows what experienced and novice teachers reported in terms of
the kind and number of adaptive decisions they made during implementation of the
‘Game’ task.
Table 17
Number of Adaptive Techniques Used by Experienced and Novice teachers in Game.
Game A O M S Re-O Rep B
N - 4 6 - - - -
E 2 4 2 - - - -
Note. A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers.
According to the table, the most dominantly used techniques by experienced
and novice teachers are modification and omission. Novice teachers’ choice for the
adaptation is focused on modification mainly, while experienced teachers’ decisions
centred on omission. Experienced teachers also used an extra technique: addition to
the task.
Both experienced and novice teachers omitted the activity in equal numbers.
These all reported their complete omission of the activity. As an alternative adaptive
choice, experienced and novice teachers stated that they modified the task. However,
novices used modification three times more often than the experienced teachers.
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Experienced and novice teachers explained that they modified the task in the form of
re-writing but the way the task was rewritten differed with each teacher.
N8: Students didn’t want to do it; I made sentences about myself,
about my private life; they guessed if they were true or not and
reported.
N3: I asked students to think about famous people; make sentences
and report them because I know that they follow ‘paparazzi programs’
on TV and it was more interesting to speak about famous people.
E1: Not exactly that one; I changed a bit; I gave them some sentences;
some true, some false; asked them which one is true, which one is
false and why.
Re-structuring was also used by experienced and novice teachers to modify
the task. The task is suggested to be done in pairs in the instructions. However,
teachers preferred arranging the grouping of students by making use of a different
option. They said that instead of implementing the game as a pair work, in the form
of teams competing with other teams as was instructed in the task, they implemented
the task as a whole class activity.
N8: I nominated students to report and guess if my sentences were
true or false.
E1: We always do pair work; it was routine; I wanted to change it;
students participated individually.
Addition in the form of extending the task was made by only experienced
teachers.
E2: I added four more sentences to continue the game.
Table 18 shows the type of reasons for the adaptive techniques used by
experienced and novice teachers in the ‘Game’ task.
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Table 18
Number and Type of Reasons for the Adaptive Techniques Used by Experienced and
Novice teachers in Game Task.
Game Task T.
B&U.
Std. Time Con. C.Int. Other
N 4 2 5 5 1 1
E 3 5 4 7 1
Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int: Classroom
Interaction, N: Novice Teachers, E: Experienced Teachers.
As to the reasons for teachers’ adaptive decisions about ‘Game’, the table
shows a variety of reasons given on the part of both experienced and novice teachers.
Although the numbers indicate results that are close to each other, there are still two
reasons more dominant than the others: time and student needs and interests. The
focus for the novice teachers is on both time and students while experienced teachers
emphasized time and their beliefs and understandings.
In justifying their decision to omit the task novice teachers gave time and task
as primary reasons and mentioned reasons arising from students’ needs and interests
as well. Experienced teachers, however, emphasized their beliefs and understandings
as well as time and task factors as reasons for their omission.
N6: There was no time; I was in a hurry.
N1: It wasn’t enjoyable; because when they see the title ‘game’ they
expect something exciting, funny; I’m sure with this game they
wouldn’t feel in that way, so I didn’t do it.
E6: I generally prefer not playing games in the classroom; it may be
good, fun, entertaining but there must be an aim in every game.
Students like games because of having good time not because of
English.
E5: It’s useless, mechanical, not interesting, not like a game, but like
an exercise; but we’ve already done exercises”
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As to the experienced and novice teachers’ explanations of re-writing the
task, novice teachers gave student and task reasons as well as teachers’ beliefs and
understandings, while the experienced teacher gave students’ needs and interests and
her beliefs and understandings as reasons.
N8: I wanted my students get involved in the activity more.
N3: They are so obvious whether they were true or false; you can
easily understand; so it might be boring; you don’t have very original
material.
N5: There was no fun element in it and the sentences were nonsense,
they were so obvious that students did not have to think while they
were doing the activity.
E1: When it is a teacher they are talking about; they are more willing.
For re-structuring the class in implementing the task, novice teachers and one
experienced teacher gave students’ needs and interests and their beliefs as the
reasons.
N8: I tried to increase the participation of the students in the activity.
            E1: I think students need variation in groupings.
Task 10
The ‘Vocabulary’ task consists of two sections. In the first section, definition
of words and phrases about ‘jobs and employment’ are given in a table. The second
section is ‘Vocabulary Practice,’ which includes a story and students are asked to fill
in the blanks with the words previously given in the table.
Table 19 displays number and type of adaptations related to the ‘Vocabulary’
task reported by experienced and novice teachers.
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 Table 19
 Number of Adaptive Techniques Used by Experienced and Novice teachers in
 Vocabulary Task.
A O M S Re-O Rep B
N 1 - 1 - - - -
Table of D. E 1 - 3 - - - -
N - - - - - - -
V. Practice E - - - - - - -
Note. A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers, Table of D: Table
of Definition, V. Practice: Vocabulary Practice.
According to the table, in the first part of the vocabulary task the number of
both experienced and novice teachers who made adaptation is smaller than the
number of the teachers who implemented it in the way it was given. The main
adaptive techniques used by the teachers were ‘addition’ and ‘modification’. As to
the second part, none of the teachers departed from the task.
Both experienced and novice teachers modified the task in the form of  Re-
writing by writing some sentences and creating context to teach the words given in
the table.
N5: I created context, gave them some sentences; they guessed; I also
used actions to explain words.
E6: I first make them listen to my sentences and guess the meanings,
write my sentences on board; they check themselves by reading the
explanations here.
E7: I created a context, a situation; asked words in context, give them
in that context; table was for checking the definitions.
McDonough and Shaw (1993) exemplify a similar approach in adapting
vocabulary teaching:
Sometimes new vocabulary is printed just as a list, with explanatory
notes …[teachers] may wish to modify this kind of presentation by
taking out the notes and writing an exercise that helps students to
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develop useful and generalized strategies for acquiring new
vocabulary (p. 92).
According to the experienced and novice teachers’ reports, they added to the
task by expanding in the form of changing the content and the methodology.
N3: I taught problematic things like prefixes so that when they meet it
for the second time they can easily recognize it and I also gave clues;
taught thing related to their daily lives; for example ‘self employed’; I
gave them a name known in Turkey for the word, then I asked them to
think more names in Turkey.
E8: I made them close their books; I tried to give them the definitions
of the vocabulary; I wanted them guess what I was talking about and
the meanings then we read the definitions.
Table 20 shows the type of reasons for the adaptive techniques used by
experienced and novice teachers in the ‘Vocabulary’ task.
Table 20
Number and Type of Reasons for the Adaptive Techniques Used by Experienced and
Novice teachers in Vocabulary Task.
Task T.
B&U.
Std. Time Con. C.Int. Other
N 2 3 2 - - - -
Table of D. E 3 4 3 - - -
N - - - - - - -
V. Practice E - - - - - - -
Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int: Classroom
Interaction, N: Novice Teachers, E: Experienced Teachers, Table of D: Table of Definition,
V. Practice: Vocabulary Practice.
     Experienced and novice teachers’ reasons for re-writing and expanding the
first section of the task focused on their beliefs and understandings, task and student
reasons. 
One novice teacher, N5, explained that her motive in re-writing the task arose
from the nature of the task and her beliefs and understandings. While for the
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experienced teachers, their choices in re-writing of the task originated from their
beliefs and understandings, the task itself and student reasons.
N5: It’s too boring to present vocabulary in this way.
E6: It would be so boring and structural if I read from the book, teach
what’s here; guessing is better and I thought they liked it better.
N3 gave the task, her beliefs and understandings and student reasons for
extending the task, while E5 showed her beliefs and understandings and students’
needs and interests as reasons.
N3: Their levels are not great, we do not have much students who can
understand from English to English definitions, it would be silly to
think that alright the definition is there, they can understand, because
you give the definition with other unknown words actually.
E5: I want them to guess, use them in sentences and gave some
examples.
For first part of the vocabulary task, six of the novice teachers stated that
requirements of the task were fulfilled. Although teachers implemented the task
without using any opportunity for adaptation, they all were not fully content of the
task. N2 criticized the way vocabulary items are presented: “directly and without a
context,” while N6 pointed out that “The task does not give them a chance to guess
the words.” N4 said that “The task is deductive [because] meaning is given, then
context is provided so I think contextual guess work would be better.” Lack of time
and the obligation for catching up to the schedule were the excuses teachers put
forward for being loyal to the task and not producing anything extra. The remaining
teachers who did not adapt the task expressed their satisfaction with the task. N1 said
“Using these words in context is something I appreciated; they all are related to each
other. This is the best part in this book; immediately after the explanations, there is a
well prepared vocabulary practice part”.
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For the same task half of the experienced teachers reported that they preferred
not changing the task. E1 and E2 thought that the task was really easy and everything
was explained in the table and no problem occurred, so they covered the table as it
was. E3 and E4 mentioned that before that section the vocabulary items had already
been taught, so the students had already known them. That is why these teachers
were satisfied with reading ‘Table of Definition’ and used it to check students’
understandings.
For the second part, the ‘Vocabulary Practice’ section, none of the teachers
reported any adaptation. Both experienced and novice teachers expressed that after
the presentation of the words and phrases, the activity proceeded smoothly, without
creating any problem, with the comment of E5 that she would prefer to have this
activity at the beginning of the unit so that students would have been familiar with
the unknown words and this would have promoted their understandings in different
tasks throughout the unit.
Task 11
The last task in the book is: ‘In Your Own Words’ which includes a speaking
and a writing activity in which students are asked to talk about the pictures and
produce conversations and write an essay, choosing from two different options.
Table 21 shows what types of adaptive decisions experienced and novice
teachers made related with the ‘In Your Own Words’ task.
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Table 21
Number of Adaptive Techniques Used by Experienced and Novice teachers in In
Your Own Words Task.
A O M S Re-O Rep B
N - 6 - - - - -Speaking
E - 7 - - - - -
N - 8 - - - - -    Writing
E - 8 - - - - -
Note. A: Addition, O: Omission, M: Modification, S: Simplification, Re-O: Re-ordering, Rep:
Replacement, B: Branching, N: Novice Teachers, E: Experienced Teachers.
For the two sections of the task the only technique used by experienced and
novice teachers is omission. The great majority of experienced and novice teachers
reported that they completely omitted this activity.
Table 22 shows the type of reasons for the adaptive techniques used by
experienced and novice teachers in ‘In Your Own Words’.
Table 22
Number and Type of Reasons for the Adaptive Techniques Used by Experienced and
Novice teachers in In Your Own Words Task.
Task T.
B&U.
Std. Time Con. C.Int. Other
N - - - 6 6 - -Speaking
E - - - 7 7 -
N - - - 8 8 - -Writing
E - - - 8 8 - -
Note. T. B & U: Teacher Belief and Understanding, Std: Students, Con: Context, C. Int: Classroom
Interaction, N: Novice Teachers, E: Experienced Teachers.
According to the table, because administrators asked the teachers to omit this
section due to the lack of time and a schedule which required studying a subsequent
book, the reason for omission was dependent on what Graves (2000) called
“institutional context” (p.203). The teachers also reported that they had a separate
writing course and book: ‘Get Ready to Write’ to teach and practise writing. Thus, in
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fact, the writing section in the book was not essentially required. Some of the
teachers: N1, N5 and N6 also indicated that even if they had time to cover the task
they probably would omit or subtract it because of task and student factors. They
reported that especially the speaking part became repetitive since the same topic had
been exploited before and the students were unwilling to speak.
 In spite of the mentioned reasons, two experienced and one novice teacher:
N3, E3 and E4 said that they did the activity because they had time and it seemed
important to implement the activity to them. Although there are exceptional teachers
who did what they thought right, the great majority of the teachers obeyed the
decision made by the administrators.
Comparison of Experienced and Novice teachers’ Adaptive Decisions and Their
Reasons
In terms of their use of adaptive techniques, there are more similarities
between experienced and novice teachers than differences. According to the results
of the interviews, both experienced and novice teachers used similar adaptive
techniques, the most typical of which was addition in the form of extending and
expanding for the majority of the tasks. In the ‘Photo Story’, ‘Listening Focus’
‘Grammar’ and ‘Listening with a Purpose’ tasks experienced and novice teachers
particularly preferred addition to adapt the task.
The second most likely choice of both experienced and novice teachers was
modification in the form of re-writing and re-structuring. In the ‘Game’,
‘Vocabulary’ and ‘Heart to Heart’ tasks teachers reported their use of modification as
their primary adaptation technique, while in ‘Improvise’ and ‘Social Language’ tasks
the number of modifications were equal to the number of additions.
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Novice and experience teachers used omission as the third most frequent
technique. For the ‘In Your Own Words’ task, the only technique used by
experienced and novice teachers was omission. In ‘Authentic Reading’ and ‘Game’ it
was the second most preferred technique, while in ‘Improvise’ task it was the third
choice of the teachers. All in all, experienced and novice teachers made use of three
main adaptive techniques: addition, modification and omission, although the
preference differed across tasks.
In ‘Listening Focus’ and ‘Authentic Reading’ tasks, teachers reported the use
of a range of adaptive techniques, while in some other tasks, such as ‘Photo Story’
and ‘In Your Own Words’, there is more unity in terms of both experienced and
novice teachers’ adaptive decisions. In the ‘Improvise’ task, experienced and novice
teachers do not share any common adaptive technique. While novice teachers made
only addition to the task, experienced teachers omitted and modified the task. In
‘Heart to Heart’ and ‘Listening Focus’, novice teachers made use of a greater variety
of adaptive techniques than the experienced teachers. Although the evidence here is
limited, it seems experienced teachers used fewer adaptive techniques in some cases
and, thus, make more similar decisions with each other and showed more unity than
the novice teachers in their decisions.
These results may imply that experienced and novice teachers tended to use
quite limited type of adaptive techniques for most of the tasks. The neglected
techniques, like replacement, re-ordering and branching, are the ones that may
require teachers to take more radical decisions during the implementation of the
tasks. Replacement and re-ordering especially may be evaluated as risky by the
teachers because consistency among the classes are regarded as important by the
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administrators. Another implication may be that experienced teachers have
“routines” and novice teachers are trying to build “routines” in other words, “local
structures which are activated and inserted into the on-going interactions of the
lesson with little little cognitive deliberation on the part of the teacher” (Woods,
1996, p. 178) by making limited number of adaptive decisions. This can be seen in
some of the tasks when experienced teachers acted more similarly within the group
while novices used a wider variety of techniques and were not alike in this respect.
Using addition as the most dominant technique may mean that teachers feel
the need of supplementing the textbook  which may further bring to the mind the
assumption that textbooks give only a skeleton of the actual agenda of the teachers.
Therefore the textbook should be suitable for and flexible in terms of teachers’
options for its exploitation because otherwise, teachers would experience difficulties
in adapting it. What is more, teachers’ additions and modifications of the task might
mean that time allowed for each unit is planned accordingly, considering possibility
of adaptations made by the teachers.
In terms of reasons for adaptive decisions, experienced and novice teachers
again share similarities, although there are slight variations for different tasks. There
are three main categories of reasons given for experienced and novice teachers’
adaptive decisions: Students’ needs and interests, teachers’ beliefs and
understandings and the nature of the tasks. In ‘Photo Story’, ‘Listening Focus’,
‘Listening with a Purpose’ and ‘Heart to Heart’ tasks, students’ needs an interests
was given as the first reason. In ‘Improvise’ and ‘Game’ tasks students’ needs and
interests share being primary with other reasons.
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Teachers’ beliefs and understandings was mentioned by the experienced and
novice teachers as being mainly responsible for their decisions in ‘Social Language’
‘Authentic Reading’ and ‘Vocabulary’ tasks. Teachers pointed it out as the second
most common reason for adaptations in ‘Photo Story’, ‘Listening Focus’,
‘Grammar’, ‘Listening with a Purpose’ and ‘Game’.
Finally, experienced and novice teachers gave the nature of the task as the
most important reason for ‘Grammar’ task. Teachers’ opinions of the task were seen
as the second and third reasons for other tasks as well.
‘Grammar’, ‘Improvise’, ‘Authentic Reading’, ‘Heart to Heart’ and ‘Game’
were the tasks in which teachers justified their adaptive choices by giving the widest
variety of reasons, including time, classroom interaction and context.
There is a slight variation between experienced and novice teachers in terms
of their rationales for adapting some particular tasks. As to the ‘Heart to Heart’,
‘Improvise’ and ‘Authentic Reading’ tasks, experienced teachers differed from
novices in that experienced teachers added classroom interaction as the extra reason
for their adaptive decisions. Therefore, apart from teachers’ perception of students’
needs and interests, teacher-student interaction became one of the rationale for the
experienced teachers to adapt.
In the third section of the ‘Authentic Reading’ task the experienced teachers
gave more emphasis on students’ needs and interests than the novice teachers, while
in the second section of the ‘Listening with a Purpose’ task, experienced and novice
teachers’ focuses for the students needs were different. In ‘Game’ task, also
experienced teachers emphasized their beliefs and understandings versus novice
teachers’ focus on students’ needs and interests.
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The inference from experienced and novice teachers’ suggestions of three
main reasons: students’ needs and interests, teachers’ beliefs and understandings and
the nature of the tasks, for their use of adaptive techniques might be that except for a
few particular tasks experienced and novice teachers did not feel the pressure of time
and context reasons for the overall treatment of the tasks. However, it is a noticeable
indication that teachers did not frequently mention classroom interaction as a motive
for their decisions. Hence, it may be necessary to question the negotiation between
the students and the teachers in classroom. In other words, teachers’ degree of taking
students concrete demands into consideration should be further explored.
Due to the nature of the data, in order to compare the experienced and novice
teachers’ rationales for their use of adaptive techniques it might be useful to look at
the underlying reasons behind teachers’ avoiding adaptation in implementing the
tasks.
In ‘Social Language’ task, although the novice teachers: N1, N2 and N7
criticized the task, they implemented it without attempting to change it. It might be
because of their tendency to follow the textbooks’ instructions or their lack of
experience in improving a task which they do not find satisfactory. However,
experienced teachers could defend their choices and trade off when they think there
was more to gain than to lose for the students in a task.
Similarly, although novice teachers: N2, N6 and N7 are dissatisfied with the
‘Improvise’ task, they were unable to improve the task, while experienced teachers
could justify their decisions more consciously compared with the novice teachers.
In the ‘Vocabulary’ task, the majority of the novice teachers and half of the
experienced teachers did not make any changes in the task. The difference between
73
experienced and novice teachers is that all the experienced teachers who did not
adapt the task could back up their decisions. Although the way the vocabulary was
presented in the task was criticized by half of the novice teachers, they did not make
any attempt to change the task claiming time limitation was responsible for this
situation. At this point, what differentiates novice teachers from experienced teachers
is that: “Experienced teachers …have well-developed mental representations of
typical students, of typical tasks and of expected problems and solutions” (Richards,
1998, p. 75). Hence, novice teachers may be experiencing hardships in developing
strategies to deal with the various problems occurring during instruction.
In this chapter, the results of the interviews were presented and analyzed
In the next chapter, the discussion of the results will be made to reach final
conclusions and to draw implications for practice and further research.
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CHAPTER 5: CONCLUSION
       Overview of the Study
This study revealed the kinds of adaptive techniques experienced and novice
teachers use concerning textbooks, as well as the reasons behind those adaptive
decisions in GURICTFL. It also investigated whether there are differences in the
kinds and reasons of adaptive techniques between experienced and novice teachers in
GURICTFL. Sixteen teachers were interviewed to collect data for this study. The
data were analysed qualitatively. In presenting the data the tasks in unit 9 from True
Colors 4 were described, the adaptive decisions teachers made were presented
accompanied with tables and the reasons were given with some of the actual
statements of the teachers. The results were compared to see whether there were
differences between experienced and novice teachers.
Summary of the Findings
 In this chapter, the results of the data will be discussed in order to answer the
research questions.
The first research question is:
What kinds of adaptive techniques do the experienced and novice teachers in
GURICTFL report they use?
In terms of the use of the adaptive techniques, experienced and novice
teachers reported that they made use of limited types and task-specific adaptive
techniques.
In general, teachers mostly used addition, modification and omission
techniques, although Maley (1998) and McDonough and Shaw (1993) suggest that
many adaptive techniques are available to teachers. Experienced and novice teachers’
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frequent use of addition, in particular, may be explained with the possibility that the
textbook provided the teachers with only a framework to be developed in their
practice. Thus, the teachers exploited and supported the textbook in accordance with
their beliefs and understandings. Although there are variety of techniques defined in
the literature, teachers preferred using these few of the adaptive techniques most
frequently. This may imply that teachers might feel the need to be consistent among
the classes because of schedule and time factors as well as teachers’ beliefs and
understandings in forming their own systematic classroom behaviour.
Experienced and novice teachers also reported their use of task-specific
adaptive techniques which reflect teachers’ degree of emphasis on each task.  In the
‘Game’, ‘Authentic Reading’, ‘Grammar’ and ‘Photo Story’ tasks, teachers tended to
use more adaptive techniques in terms of number. This may indicate that teachers’
evaluation of the tasks required them to add, modify and omit the tasks according to
teachers’ own beliefs and understandings as their perception of students’ needs. In
the ‘In Your Own Words’ and ‘Photo Story’ tasks, almost all the teachers displayed
uniformity in terms of their decisions in the form of addition and omission
respectively. This may imply that experienced and novice teachers shared similar
beliefs and understandings and motives in terms of their adaptive decisions for these
two particular tasks. In the ‘Authentic Reading’ and ‘Heart to Heart’ tasks, there are
variations in the use of techniques which may suggest that experienced and novice
teachers preferred using different options in accordance with their beliefs and
understandings about the ideal implementation of the tasks and the needs of the
students. The tasks in which the fewest of the techniques were used were the
‘Vocabulary’ and Listening with a Purpose’ tasks which might be due to contentment
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of the teachers with the task and the ease of their implementation without creating
problems for the teachers and students.
The second research question is:
What reasons do the experienced and novice teachers in GURICTFL suggest
lead them to adapt the textbooks?
Experienced and novice teachers pointed out three main reasons behind their
decisions: Teachers’ beliefs and understandings, students’ needs and interests and the
nature of the tasks. Classroom interaction, time and contextual reasons were not as
commonly mentioned by the teachers as these three main reasons.
What may be inferred from this result is that teachers’ beliefs and
understandings about students’ needs and interests and the tasks governed what
happened in adapting the textbook for use in the classroom. Therefore classroom
interaction, which includes negotiation between the teacher and the students did not
have much impact on teachers’ decisions except for the ‘Grammar’ task. In the same
manner, teachers reported that they did not feel the pressure of time or examination
system except for the ‘Grammar task’. However, apart from the mentioned reasons,
teachers’ approaches to how and to what degree the skills should be taught might be
considered in order to understand which tasks are emphasised, for what kind of
reasons by the teachers.
   The third research question is:
Are there differences in the reasons and kinds of adaptive techniques between
experienced and novice teachers?
 Although for some particular tasks, the reasons and adaptive techniques used
by experienced and novice teachers overlapped and in this respect the data do not
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provide a clear picture, there are still some slight, task-specific differences between
experienced and novice teachers. First the experienced teachers differ from the
novice teachers in that they showed more similarity among themselves in their
decisions and reasons than the novice teachers in ‘Heart to Heart’ and ‘Listening
Focus’ tasks, while novice teachers used a greater range of adaptive techniques. This
may be because the experienced teachers have ‘teaching routines’ which could make
them more automatic in their responses to particular situations than the novice
teachers.
A second difference is that experienced teachers could defend their choices
and actions more successfully and with a more sound grounding than the novice
teachers especially when they explain why they did not adapt a task, such as in the
‘Vocabulary’, ‘Improvise’ and ‘Social Language’ tasks, in which novice teachers
seemed unable to cope with the problems and experienced hardships in developing
strategies to improve the tasks. Richards (1998) presents a similar perspective:
“Studies of expert teachers have shown that they are able to move through the
agendas of a lesson in a cohesive and flexible way, compared to the more fragmented
efforts of novice teachers”. (p. 75).
Implications
According to what the data and the results revealed the appropriateness of the
textbook to the curriculum, students’ needs and interests, teachers’ beliefs and
understandings, the examination system and the time frame should be examined
further. When taking a close look at some particular tasks, the data reveal differing
amounts of mismatch between the textbook and the mentioned components. The
majority of teachers’ supplementing the ‘Grammar’ and ‘Photo Story’ tasks might
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indicate that the curriculum which affects teachers’ beliefs and understandings as
well as the examination system stress the importance of grammar although the
textbook does not provide grammar coverage at the desired level. ‘In Your Own
Words’ which was omitted by the majority and ‘Game’ by half of the teachers as
well as ‘Vocabulary’ and ‘Listening with a Purpose’ which were the least adapted
tasks might also point out the difference between teachers’ and textbook’s degree of
focus on distinct aspects of language and as well as the time spent on each task.
Hence, this kind of examination may contribute to the process of textbook selection
and consistency between the goals of the institution, curriculum, teachers and
students and hopefully to the establishment of a common ground, in which none of
them is totally neglected.
The results also imply that experienced and novice teachers’ choices for
avoiding adaptation in GURICTFL and reasons behind those choices should be
further examined.
Limitations of the study
In labelling experienced and novice teachers’ adaptive decisions as well as
the reasons under categories, there was no second rater due to the time limitation. So
inter-rater reliability of this study was not measured. If there had been a second rater,
the quality of the data analysis would have been improved.
In addition, since this study was conducted within one institution and since
the number of the participants were limited to sixteen people the generalizability of
the results for this study is limited.
There are also some limitations originated from the data collection
instrument. The interview procedure lasted 8 days the quality and amount of recall
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by the teachers of what they did to implement the tasks decreased for the later group
of interviewees. Interviewing as a data collection method bears limitations by itself,
as Woods (1996) points out “…the factors brought up in a particular interview are
only the ones the teacher thought of at that moment…not the ones which were ‘most
central’ or essential as a source of a particular decision” (p.126). Thus, it would be
more effective if interviews were supported with classroom observations to increase
the quality of the data.
Implications for Further Research
This study aimed at exploring only a limited dimension of an interesting
topic: the adaptive decisions of teachers, which primarily include teachers’ in-class
actions. As to methodological improvement of the study, if this study were replicated
through making videotaped classroom observations and follow-up interviews in
which teachers’ comments are asked on videotaped chunks of the lesson, valuable
results would be gained on the topic. To widen the range of the existing literature,
teachers’ reasons for not adapting the textbooks may be further investigated to
complement the missing points in analysing the reasons for adapting because they
are in a way inseparable parts of the information on the topic.
Another alternative might be to conduct a case study with a single teacher,
since this would add a greater depth to a study in terms of exploring various aspects
of teacher behaviour in class, as well as the individual philosophy of the teacher,
which might account for the teacher behaviour.
In addition, since teachers’ degree of emphasis for different skills varies and
this has an impact on teachers’ adaptive decisions to a great extent, it might be more
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efficient to focus on particular skills to obtain more available data for a meaningful
analysis.
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APPENDIX A
As Appendix A Unit 9 from True Colors 4 by Maurer & Schoenberg (1999)
was used. The page numbers were not included
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APPENDIX B
Interview Questions
1. What factors do you think lead you to adapt the textbooks?
a. Student factors: Do you adapt because you think students’ needs are not met?
                                Do you adapt because you think students’ interests are not met?
Do you adapt because you notice students are able to learn better
in another mode of learning?
Do you adapt because you think students’ levels are not taken
into consideration?
b.    Time factors:   Do you adapt to fill out time?
                               Do you adapt due to lack of time?
             Do you adapt because the timeframe is not realistic?
c.    Task factors:    Do you adapt because the task does not achieve its objectives?
       Do you adapt because the task is not self-explanatory?
       Do you adapt because the task does not reflect students’ needs?
       Do you adapt because the task is not practical in classroom
        terms?
                    Do you adapt because the task is too difficult or easy?
Do you adapt because the task is not motivating, interesting, or
challenging?
Do you adapt because the sequence of task is not appropriate?
Do you adapt because the task is repetitive and predictable?
Do you adapt because teaching points in the task are not easy to
identify?
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Do you adapt because the task is dependent on the use of
equipment?
d. Contextual factors:
                                Do you adapt because of schedule?
                                Do you adapt because of the exam system?
e. Teacher belief and understanding as a factor:
        Do you adapt when you feel you do not meet your particular
        objectives?
         Do you adapt to set up alternative modes of activity and learning
         for the learners?
         Do you adapt to increase the learner involvement with the
         material?
         Do you adapt as a result of the interaction and negotiation
         between you and your students? 
2. What kind of adaptation do you think you make use of?
a. Do you make planned or spontaneous adaptations?
b. Do you adapt methodology or content?
c. Do you make adaptation in terms of sequencing, pacing and grouping?
